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This study was designed to explore 4 childcare providers’ descriptions and perceptions of 
their state-funded public academic prekindergarten partnerships with a mid-southern public 
school district. The 2 main research questions were: 1.) How do 4 early childcare providers 
describe their participation as community partners with a public school system’s state-funded 
academic 4-year-old prekindergarten program?, and 2.) How do 4 early childcare providers’ 
perceptions portray the state-funded academic 4-year-old prekindergarten program partnerships? 
This study revealed the school district and childcare providers’ partnerships held opportunities to 
become more sustainable over time as they resolved barriers such as hiring all certified 
prekindergarten teachers for the partnerships to alleviate indirect salary competitions and center 
hopping (I coined the term center hopping to point out staffing issues centered on higher wages 
and compensation conditions influenced the uncertified teachers’ decisions to remain or seek 
higher pay from other providers; while obtaining state requirements for employment with school 
districts). Recent studies show additional academic prekindergarten programs are on the rise 
across given states (Grehan et al., 2011). The bigger picture presents public academic 
prekindergarten program expansions will serve more children statewide; however, bigger 
questions to be asked include: Are community childcare provider partnerships included because 
of the abundance of evidence their participation adds? Or are the community childcare providers’ 
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CHAPTER 1: Perspective and Purpose 
Paula is a childcare proprietor and a 15-year veteran administrator of her small childcare 
business. She holds a degree in Early Childhood Education and operates an early care learning 
facility that meets the highest national and state requirement standards. Two years ago, she 
decided to apply for participation in a partnership with a local school system to house state-
funded prekindergarten classes for 4-year-olds. In the context of this study, prekindergarten 
programs refer to state-funded academic prekindergarten programs designed to prepare 4-year-
olds for success in kindergarten and subsequent learning; academic prekindergarten is defined as 
a program for children whose families qualify for federal free or reduced lunch programs. 
Excited about the possible benefits her young children and the additional learning opportunity 
her community would receive, Paula applied and became an academic prekindergarten partner.  
In the first year of the partnership, Paula recognized concerns: subsidy restrictions, 
budget line item changes from the original agreements, and competitive staffing issues that 
affected her reasons for partnering. She convinced herself these concerns came along with most 
new programs, and that the problems would be resolved eventually. She decided to continue with 
the partnership the next year and monitored her concerns. During the second year, Paula 
perceived that the school system representatives employed avoidance techniques, which caused 
strain on their relationship. At the monthly meetings (like the previous year), when Paula or 
other childcare providers in attendance, sought answers to their concerns, the school district 
liaisons did not address the issues directly. They made comments such as, “Let me get back to 
you on that,” “Call me at the office later,” or “These decisions came to us from the state and we 
are just following what was presented to us.” Other concerns included the methods (letters, 
meetings, emails, etc.) used to inform the childcare proprietors of decisions that affected them 
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without their input. Paula began to conclude the public school system was losing sight of its 
reasons for developing the academic prekindergarten partnerships with the childcare proprietors. 
She perceived that her voice went unheard and did not matter in the evolving prekindergarten 
program relationship.  
      During her drive to the academic prekindergarten partnership appointment, she 
remembered previous drives to the school district’s office to wait for face-to-face conferences. 
These drive-ins came on occasions when it appeared to be the best method to obtain responses to 
unanswered questions or unreturned telephone calls. This drive-in led to a final decision 
concerning the academic prekindergarten partnership; Paula decided to discontinue the 
community-based partnership because of a lack of voice in the relationship. 
The Drive In 
      On this particular autumn morning, Paula, a childcare proprietor, navigated her vehicle 
to her prekindergarten partnership appointment. It was an unseasonably warm Wednesday before 
Thanksgiving and childcare centers along with schools were closed for the holidays. As her 
thoughts traveled ahead to this meeting, Paula noticed her sweaty palms, sweat-beaded forehead, 
and a growing ache wretched her lower abdomen. Her bodily signs confirmed her anxiety. Paula 
felt sick at heart, knowing her visit was to end her two-year academic prekindergarten 
partnership. She perceived that her childcare prekindergarten partnership with the public schools 
system had failed. Paula thought about the reasons that influenced her final decision to dissolve 
the partnership: chaotic incidents with the initial working agreements overshadowed the 
educational benefits for her center’s young children. Additionally, snail-paced reimbursements 
for expenses impacted her working budget, teachers’ salaries and competitive hiring practices 
limited her staff selection, budget line items mysteriously changed with vague explanations and 
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commitment waned; and phone calls and voice messages went unanswered. She blinked back 
warm teardrops creeping to the edge of her eyelids and squeezed an exaggerated smile to mask 
the surfacing ache as she approached her destination: the school system office. Inwardly, Paula 
resolved her struggle of a partnership that she perceived lost focus to bridge organizational 
missions for the common good of young children. She gave notice to terminate the deteriorating 
partnership with the state-funded prekindergarten program. 
      Paula’s story is one that is becoming more common as public school systems in many 
states expand academic prekindergarten programs as part of the established school systems 
across the nation. Before 1980, only 10 states had academic prekindergarten programs. In the 
1980s and 1990s, however, the emerging academic prekindergarten research helped fuel steady 
prekindergarten investment. By 2005, at least 38 states and the District of Columbia had one or 
more academic prekindergarten programs for 4-year-olds (Barnett, Husted, Robin, & Schulman, 
2004). The National Institute of Early Education Research estimated that 71% of children in 
academic prekindergarten programs were served in a public school and almost 30% of academic 
prekindergarten programs are in non-school settings: 15% in childcare centers, 7% in Head Start, 
less than 1% in family childcare homes, and in faith-based settings, and the rest in other settings 
(Schumacher, Ewen, Hart, Lombarid, 2005). 
Background Information       
     Expansion of state-funded academic prekindergarten programs by the public sector with 
limited collaboration and consideration of the private sector’s contributions created a sense of 
panic and may ultimately diminish childcare proprietors’ capacity for quality care and education 
for younger children at affordable rates (National Child Care Association, 2001). It may also 
affect working families’ choices when selecting childcare settings to accommodate their needs. 
Currently, as a relatively newcomer to early care, public school academic prekindergarten 
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programs provide free access to an estimated 740,000 eligible 4-year-old children, at the cost of 
$2.5 billion in state funds and drew its clients from the traditional childcare centers. With the 
new expansion of state-funded academic prekindergarten programs (Barnett, et al. & Schulman, 
2004), a concern arises concerning the relationship of prekindergarten programs and childcare 
proprietors as to whether they were friend or foe. This focus on academic prekindergarten 
programs and childcare proprietors was a result of the necessity to relieve overcrowded school 
facilities, competition for teachers and trained staff, higher quality delivery standards in early 
care and education services, and the need for reconfiguration of funding streams.  
 Bassoff, Tatlow, and Tucker-Talow (2001), informed that the “early care” part of the 
early care and education required the cooperation of the comprehensive childcare field by 
collaboration with community partners if public school systems planned to successfully expand 
access to academic prekindergarten programs. The avenue was not only preferred but it was 
necessary to address the increasing demand for childcare for millions of parents in the 21
st
 
Century. Academic prekindergarten program partnerships appeared to be the viable pathway to 
pursue; however, the level of collaboration in the partnerships became the area of focus. For 
instance, Stebbins and Scott (2007) confirmed “Bridging differing missions was perhaps the 
difficult challenge to overcome because it relied on effective relationships between individuals in 
partnership positions to promote collaboration and on a commitment to integrate the missions of 
both programs without compromising standards” (p. 5). 
      During the 1990s, a vast difference in the achievement gap between rich and poor 
students as they entered kindergarten was revealed (Bridges, Fuller, Rumberger, & Tran, 2005). 
These educational gaps tended to widen and become more difficult and costly to close as 
children transitioned through elementary, middle, and high school. By the time some young 
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children reached kindergarten, they were already far behind their peers in skills and measures of 
school readiness. Juel (1988) claimed that a child who enters school reading below grade level 
has only a one in 8 chance of catching up. As a mean of broad national social reform, there was a 
resurgence of interest in the history of young children and their families as well as in the cost 
analyses of early care and education as a safeguard to improve the educational achievement 
situation for all children and to reduce failure in lower grades (Paciorek & Munro, 1999). Studies 
showed that investment in early childhood education resulted in healthier social benefits for the 
nation. For example, the federal government spent over $18 billion yearly to reform early 
childhood education while states spent another $4 billion for prekindergarten efforts 
(Government Accountability Office (GAO), 2004; Fuller, 2007). Federal spending on this large 
scale had not always been the case. The emphasis on early childhood development directly 
affected state and local education policies and influenced the literacy experiences for young 
children. Therefore, the goal of academic prekindergarten programs is to prepare 4-year-old 
children (under the compulsory age for school entry) to better succeed in kindergarten and in 
subsequent academic achievement and close the achievement gap (Fuller, 2007). 
        In addition, in 2001, the federal government became involved in early childhood 
education with the passage of the No Child Left Behind (NCLB) Act (Public Law 107-110). The 
No Child Left Behind Act (2001) focused national attention on developing educational and 
social programs to serve young children and greatly influences how the United States conducts 
educational standards. It places emphasis on literacy and reading first to ensure that every child 
can read on grade level by the end of the third grade. NCLB (2001) required state and district 
accountability, mandated state standards for what children should know and be able to do and 
encouraged schools to use teaching methods that demonstrated their ability to help children 
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achieve academic proficiency. This growing interest by the federal government, policy makers, 
and educational leaders led to investing in expanding academic prekindergarten programs to 
ensure young children start school ready to learn and ultimately develop into productive citizens 
in society. Furthermore, several other factors contributed to this rekindled urgency and the 
dramatic increase in the need for state-funded preschool programs for low-income children in 
high quality childcare settings (Barnett et al., 2004; Gilliam & Zigler, 2001; Schweinhart, 2001). 
These factors included recognition that school readiness affected subsequent achievement, the 
higher rate of mothers in the workforce with need of childcare services for their young children, 
and the link research showed between early childhood experiences and the brain development of 
young children (GAO), 2004; Shonkoff & Philip, 2000; Smith, 2000). In addition, 3 recognized 
longitudinal studies (High/Scope Perry Preschool Project, Abecedarian Project, and Chicago 
Child-Parent Centers) supported the long-term advantages of early investment in quality early 
care and education along with the economic projections that states recouped through reduced 
crime, reduced teen age pregnancy, dependence on public assistance, and criminal justice costs 
(Boyd, Barnett, Bodrova, Leong, & Gomby, 2005; Helburn, 1995). The  National Association for 
the Education of Young Children reinforced that our nation is at a crossroads to protect the future 
of our young children and their families by investing in them now and enjoying long-term 
benefits, with a healthy nation of achieving children and more stable families or wait to make the 
investment and later pay the higher cost: increased delinquency, greater educational failures, 
lowered productivity, less economic competitiveness, and fewer adults prepared to be effective 
citizens and caring parents to the next generation of children (Haberkon, 2005; Morrison, 2007).  
      Therefore, this study added to our understanding of childcare proprietors’ perceptions of 
academic prekindergarten programs and offered insights on 1) areas that required improvement; 
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2) the benefits and challenges prekindergarten program partnerships with community childcare 
proprietors as essential collaborators; and 3) the characteristics of successful prekindergarten 
partnerships. Research studies suggested partnerships or collaborations with community 
childcare proprietors represented a pathway that states and communities need to navigate if 
traditional childcare programs were to survive (Bassoff et al., 2001; Schumacher et al., 2005). 
Effective academic prekindergarten partnerships with community childcare providers possibly 
provided an avenue for states as they ventured into alternative prekindergarten programs to close 
this achievement gap. The Office of Research and Education Accountability reported that 
collaboration partnerships were a fundamental element in academic prekindergarten programs. 
Thorough shared planning was ultimately beneficial to the needs of children, families, and 
community development. “Unsuccessful (or lack of) planning initiatives can drive a wedge 
between public and private programs with one side or the other feeling disenfranchised – putting 
the partnership together is critical,” (NCCA, 2001, p. 5). More details concerning childcare 
providers and prekindergarten partnerships are further discussed in the literature review in 
chapter 2.  
Statement of the Problem 
         Academic prekindergarten programs were viewed as an emerging concern by some 
childcare proprietors. Why should childcare proprietors express alarm? This study explored 
possible areas for improvement and reasons why childcare proprietors perceived the 
implementation of state-funded academic prekindergarten programs as a threat to their center’s 
economic stability (Banks, 2004). The academic prekindergarten programs created problems for 
childcare proprietors who associate the disappearance of their clients and the loss of their 
livelihood (Bassoff et al., 2001) with the significant expansion of state-funded prekindergarten 
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programs. The application of academic prekindergarten programs’ partnerships with childcare 
proprietors did not always work as well in practice as in theory. Subsequently, the success of the 
collaboration agreement depended largely on the willingness of the different interested parties 
involved in the academic prekindergarten program partnerships. Holcomb (2005) cited:  
The strength of collaboration relies in the success of the interested stakeholders’ 
willingness to work together, the how of a diverse delivery system rests finally on the 
sometimes-elusive ability of the people to collaborate. Where programs in New York 
have succeeded, it is because everyone came to the table with open minds and 
willingness to learn and to see the strengths that different parties brought to the effort. 
Often, participants have had to abandon preconceptions and invent wholly new 
approaches as they go. (p. 5) 
Currently, the National Child Care Association (2001) informed that in the early care and 
education field, thousands of licensed childcare centers in the United States provide valuable 
services to young children every day, which makes it vital and imperative to fully utilize existing 
infrastructure of the private sector. 
Purpose Statement 
 The purpose of this case study was to explore 4 childcare proprietors’ perceptions of their 
state-funded academic prekindergarten program partnerships with a public school system. The 
participants were partners for at least two years in the mid-southern section of the United States. 
The childcare proprietors operated high-quality childcare learning facilities that met the highest 
state license standards and or national accreditation, respectively. Two research questions 
navigated this qualitative study and served as an aid in maintaining clear boundaries as to what 




I used two specific guiding questions to navigate this case study: 
1.  How do 4 early childcare providers describe their participation as community partners 
with a public school system’s state-funded academic 4-year-old prekindergarten program? 
2. How do 4 early childcare providers’ perceptions portray the state-funded academic 4-
year-old prekindergarten program partnerships? 
Potential Significance of the Study 
      This case study explored 4 childcare providers or proprietors’ perceptions of how the 
traditional childcare industry was impacted by the new evolving state-funded academic 
prekindergarten programs and offered implications in areas of the partnership that required 
improvement. In this study, the terms providers and proprietors were used interchangeably. The 
significant expansion of academic prekindergarten programs, uncovered a perceived extinction 
of existing childcare proprietors’ existence (Banks, 2004; Gilliam & Zigler, 2004; Helbrun, 
1995). Currently, licensed childcare proprietors compete with school districts’ academic 
prekindergarten programs since both address the same 4-year-old population of working families 
and their childcare selection choices (Coffman, Wright, & Bruner, 2006). The prekindergarten 
partnerships struggle in their relationships as they strive to identify contributing roles toward 
integrated resources and services. Schilder et al. (2003) indicated to better meet families’ needs, 
locally-based early care and education providers such as childcare, Head Start, and 
prekindergarten must explore effective means in combining resources to strengthen and reduce 
fragmentation of services resulting from multiple, separate, publicly funded early care and 
education programs in efforts to offer continuity of care and comprehensive services. Questions 
remained about the nature of the quality of stakeholders’ relationships within the collaboration.  
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Research clearly showed the achievement, social, and economic advantages academic 
prekindergarten partnerships had on participants’ gain and project greater educational success 
throughout their lifetime careers than non-prekindergarten program participants. In establishing 
effective partnerships, how involved each partner was directly hinged on the level of 
collaboration between the partnerships and affected the diversity of services provided to young 
children (Holcomb, 2005). Through collaboration and working with community and education 
leaders, and voicing concerns early, proprietors displayed a positive impact on the development 
of state-funded academic prekindergarten programs. Consequently, the success of the 
collaboration agreement depended on the willingness of the different interested parties involved 
in the prekindergarten partnerships. It became imperative that legitimate early childhood 
education partnerships such as community childcare proprietors and prekindergarten programs 
were established to avoid the risk of compromising the existing traditional early care programs.  
In seeking to explore 4 childcare proprietors’ partnership experiences, this case study 
approach provided the optimal vehicle to understand their perceptions while it probed and gave 
voice to childcare proprietors’ experiences. Recent research noted the benefits of state-funded 
academic prekindergarten programs in partnerships with community childcare proprietors as 
essential collaborators (Dinnebeil, Hale, & Rule, 1999; Pre-K Now, 2009; Schumacher et al., 
2005; Stebbins & Scott, 2007; Wainwright, Binns, Ciborowski, Kerzman & Vickers, 2006). 
However, the application of the academic prekindergarten programs were not always carried out 
well in practice (Department of Health and Human Services (DHHS), 2006 & Holcomb, 
2005).The childcare proprietors’ perceptions offered insight into their struggles for clientele, and 
livelihood, and provided a snapshot of the changing world of traditional childcare and Early 




 There were 2 immediate limitations I observed when reading related public academic 
prekindergarten literature. First, while research offered benefits and positive cost analysis for the 
expansion of academic prekindergarten programs in 3 very major longitudinal studies: 
High/Scope Perry Preschool Project (1960s), Abecedarian Project (1972- 1985), and Chicago 
Child-Parent Centers (1967)), there were limited data to determine the impact of academic 
prekindergarten program expansions on the availability or prices of childcare (Boyd et al., 2005; 
GAO, 2004). With this limitation, it was necessary to pull together what is known to inform the 
research. Second, case studies became highly personal requiring me to monitor myself and not 
mediate or project my interpretations into what I observed or analyzed as much as possible. 
(deMarrais & Lapan, 2004).  Also, in recognizing the value of the case study approach to explore 
the participants’ experiences, I equated limitations as challenges for a novice researcher and will 
“learn by doing” (Dey, 1993, p. 6). Several challenges of qualitative methods were: maintaining 
massive data collection, knowing when enough data is enough, and avoiding generalizations with 
the case study (Creswell, 1998; Glesne & Peshkin, 1992; Patton, 1980). I used the predetermined 
research questions to determine the boundaries of my research study. 
Theoretical Framework 
     I used an interpretivism theoretical framework to investigate 4 participants’ constructed 
realities concerning their academic prekindergarten program partnerships. The interpretivism 
framework encompassed the logical process I needed to inform my research. Furthermore, it 
behaved as the blueprint to outline how I gathered and analyzed information. Under the 
interpretivism umbrella, the tenets allowed me to interact with the participants in their natural 
setting and gain understanding of their perceptions. I retold their stories through their truths as 
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they understood the prekindergarten partnerships and used their voices to illuminate experiences 
as reflected by their realities since they were the meaning makers in the case study (Crotty, 
2005).  
Methodology 
I used qualitative case study methodology through interviews to gain an in-depth 
understanding of how childcare proprietors expressed why they continued community 
partnerships with the local school system. Some considered “the case,” which in this instance 
was the childcare proprietors, as an object of study and others considered it a methodology 
(Merriam, 1988; Stake, 1995).  From this perspective, the case study when used as the method 
provided the vehicle necessary to gather evidence and when used as the methodology, it captured 
the object (the participants’ perceptions) of study for collection and analysis within the realm of 
the guiding research questions (Bhattacharya, 2007; Crotty, 2005; deMarrias & Lapan, 2004; 
Tuchman, 1994).  In addition, the methodology allowed me to investigate the participants’ 
perceptions using triangulation or multiple data sources (interviews, image elicitations, and 
document analysis). These sources enhanced efforts to further draw the readers into the study by 
using actual words from documents such as the transcripts that reveal the participants’ 
perspectives, further authenticating their experiences. In the conclusion of my research, I used a 
closing vignette to represent the identified themes in the findings (Stake, 1995).  
Description of the Study 
      I focused the case study over a 16-week timeframe to seek and understand the 
participants’ perceptions through their individual stories of why they continue academic 
prekindergarten partnerships with the local public school district. After reviewing existing 
literature, I recognized that by providing additional information, I would contribute to the early 
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childhood education larger body of existing literature on effective public school systems and 
community-based childcare proprietors (Barritt, 1986; Marshall & Rossman, 1995). At this time 
in the quickly evolving changes in the traditional childcare arena, the value of this research is 
critical and deepens the understanding of how the trend toward publicly-funded academic 
prekindergarten programs may perceivably function cohesively with the traditional childcare 
proprietors and existing early childhood educational infrastructures. My qualitative study 
investigated an understudied group, the childcare proprietors, and offered insight to a new 
avenue that portrayed perceptions of childcare providers who were affected by the significant 
prekindergarten expansion programs in public school systems across the country and how these 
stakeholders co-exist with early care and childhood programs (Creswell, 1998).   
Assumptions 
Research and my personal experience as a former childcare proprietor and academic 
prekindergarten partner with a local school district, confirm that childcare proprietors were 
essential collaborators to prekindergarten program partnerships (Pre-K Now, 2009). Jointly, 
childcare proprietors and academic prekindergarten program collaborations address the nation’s 
rekindled interest in early childhood education reforms. Foremost, the goal of academic 
prekindergarten program was to prepare 4-year-old children − under the compulsory age for 
school entry−to better succeed in kindergarten and to close the achievement gap (Fuller, 2007). 
Thus, the following assumptions served as premises for this study: 
 Input from all relevant stakeholders of diverse academic prekindergarten program collaborations 
in the decision-making process provided insight to the societal evolution of childcare programs 
and to the historical environment of education in the United States and required the cooperation 
of the comprehensive childcare field by collaboration with community partners if public school 
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systems plan to successfully expand access to academic prekindergarten programs (Bassoff et al., 
2001; Paciorek & Munro, 1990).    
 Early childhood education programs with a variety of high quality childcare settings met the 
choices in families’ childcare needs because of the increase for childcare services over the last 40 
years (GAO, 2004; Schulman, Blank, & Ewen, 1999). 
 Longitudinal studies support the long-term advantages of early investment in quality early care 
and education along with the economic projections that states recouped through reduced crime, 
teen age pregnancy, dependence on public assistance, and criminal justice costs (Boyd et al., 
2005; Haberkon, 2005; Helburn, 1995; Morrison, 2007; NAEYC, 2009; Phi Delta Kappan, 
2002). 
 In addition, expansion of state-funded prekindergarten impacted the childcare industry in most 
aspects: teachers’ hiring practices, salary ranges, competition for qualified teachers and staff, 
subsidy reduction threats, parents’ eligibility fluctuations, and traditional schools being ill 
equipped to handle the needs of young children (e.g., environment, facility, transportation, 
parental involvement, half day scheduling) that impede effective academic prekindergarten 
programs and childcare proprietors’ partnerships (Bassoff et al., 2001). 
I agreed with researchers that the prekindergarten programs are a vital asset to the 
educational careers of young children. However, all parties of the diverse academic 
prekindergarten program collaborations must actively participate. Furthermore, respectful 
partnerships appreciated each other’s constraints and developed solutions to overcome them 






       I intended to provide a preview into my dissertation in chapter 1 since it is considered to 
be the roadmap to the remainder of the research (Bhattacharya, 2007). In chapter 1, I shared how 
I planned to use a case study inquiry informed through an interpretivism framework to ground 
and align my qualitative research. Because of the context and nature of my research questions, I 
shared how I explored the case study approach as the methodology to provide answers to the 
research questions with the childcare proprietors. Through the existing academic prekindergarten 
program literature, I shared another aspect of prekindergarten partnerships through the 
community childcare proprietors that may enlarge the literature currently available in the early 
















CHAPTER 2: Review of Literature 
In the exploration to understand the participants’ experiences from their perspectives, it 
was necessary to focus on the relevancy of perception, reality, and voice as they related to this 
study. Is there a difference between perception and reality from the participants’ perspective? 
How does an understudied group such as childcare proprietor, give “voice” to their experiences? 
As human beings, in recognizing what we believe often determines what we see. There were 
various schools of thought on the 3 factors: perception, reality and voice. In a concentrated effort 
to guide the train of thought of the reader, I decided to present an overview of the 3 as I 
investigated the 4 participants’ perceptions of their academic prekindergarten partnerships. 
Perception      
There are different facets to the term perception. In philosophy and psychology/cognitive 
sciences, perception refers to the processes by which human beings come to attain awareness or 
experience sensory information in their environment (Rubin & McNeil, 1985). Perception is one 
of the oldest fields in psychology and comes from the Latin words perception, percipio, and 
means receiving, gathering, and deciding whether to accept or reject information with the mind 
or senses. Our perceptions are filtered through the lens of previous experiences, attitudes, and 
beliefs (Bassis, Gelles, & Levine, 1991). When people perceive their world, they observe, 
accommodate, and place into context the objects of their experiences. It is only through viewing 
their patterns of experiences as a whole that people come to understand, and thereby are able to 
explain what they experience (Bigge & Hunt, 1980). From a sociological perspective, in many 
ways we adjust our social perceptions to fit what we know or think we know.  
What people believe and what may actually exist, maybe in direct contrast. We tend to 
pay attention to information that confirms our expectations and to ignore or disregard 
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information that disputes our observations. Myers restates Hilton and von Hippel’s (1990) 
position that preconceptions matter especially when the social information is vague or offers 
multiple interpretations. Social perceptions are very much in the eye of the beholder. Our shared 
assumptions about the world can even make contradictory evidence seem supportive. Bigge and 
Hunt (1980) suggest persons make sense of their environment as they follow their different 
goals. From the basic principle of relativism or interactionism, everything is perceived or 
conceived in relation to other things; what persons perceive in their environments depend upon 
their degree of maturity, knowledge, and goals.  
Furthermore, our perceptions of the social world are determined largely by our situations 
or positions in the world. For example, if various stakeholders in the prekindergarten community 
were asked their point-of-view concerning the effectiveness of prekindergarten program 
partnerships with childcare providers, each stakeholder would offer different perspectives. For 
example, a school district prekindergarten program supervisor, a prekindergarten school 
principal, a parent, and a childcare proprietor would give different explanations of the 
effectiveness of the prekindergarten program partnerships. Bassis et al. (1991) confirm how we 
perceive the world around us depends on where we stand. From a sociological standpoint, the 
way we perceive our world has been shaped by our experiences in a particular social niche or 
role. 
The study of perception grows from the Gestalt school of psychology. The Gestalt 
psychologists focused on how people interpret images in two-dimensional space, such as the 
images that appear on the pages of a storybook. Objects often are perceived in different ways. 
The perceivers actively give structure to these objects by employing various principles of 
perceptual organization, the way individual sensations are organized into meaningful 
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perceptions of reality (Rubin & McNeil, 1985). One basic feature of perceptual organization that 
the Gestalt psychologists identified is the tendency to distinguish between the figure and the 
background of objects. Additional central aspects of perceptual organization are the principles of 
closure, proximity and similarities. The principle of closure shows where people fill in gaps to a 
figure that appears incomplete. While with the principles of proximity and similarity, human 
beings tend to arrange incoming information into some type of order by comparisons and 
contrasts. For instance, when presented with a collection of dots or objects, human beings are 
inclined to sort them into columns or objects by similarities or differences in order to 
accommodate them in the mind.   
Our basic tendencies to organize our perceptions in terms of figure-ground, figure 
completion, proximity, similarity appear to be innate. Our minds seem to be organized in a way 
that prepares us to perceive the world in meaningful ways (Rubin & McNeil, 1985). For 
example, in the case of visual perception, some people can actually see the percept shift in their 
mind’s eye (Wettlaufer, 2003), which is significant when using image elicitations with the 
participants. While others who are not picture thinkers, may not perceive the “shape-shifting” as 
their world changes. This can be demonstrated in presenting a glass half filled with liquid and 
asking the question “Is the glass half full or half empty?” The processes of perception routinely 
alter what humans see. When people view something with a preconceived concept about it, they 
tend to take those concepts and see them whether or not they are there. This problem stems from 
the fact that humans are unable to understand new information without the intrinsic bias of their 






Constructionism is the view that all knowledge that determines meaning creates people’s 
realities. In other words, meaningful reality is socially constructed (Crotty, 2005). These realities 
are based on human practices constructed by interactions between human beings and our world, 
and developed and transmitted within an essentially social setting. In this context, meaning is not 
discovered, but is designed by human beings as we engage and interpret our world. Once all 
objects are embedded and are inhabited in us, only then can we understand or make sense of 
them. Social constructionists emphasize the idea that individuals and groups in society actively 
and creatively produce interpretive woven nets. Our culture brings things into view for us and 
endows them with meaning and, by the same token, leads us to ignore other things. Our culture 
teaches us how to see or whether or not to see them. Culture affects the interpretations of realities 
for individuals. Metaphorically, these cultural realities can be described as sedimentation or 
sediment cultural meanings when layers of interpretation get placed upon one another, like levels 
of mineral deposit in the formation of rock, and actual involvement is built on existing deposits. 
These preexisting cultural interpretations or layers, so to speak, create barriers and challenges to 
get to the essence of those realities. People’s knowledge creates their reality as much as the truth, 
because the human mind can only contemplate that to which it has been exposed. When objects 
are viewed without understanding, the mind will try to reach for something that it already 
recognizes, in order to process what it is viewing. That which most closely relates to the 
unfamiliar from our past experiences, makes up what we see when we look at things we do not 
understand (Merleau-Ponty, 2002). Our own ideas of reality are based on the assumption that 




In summation, we are born into an already interpreted world and it is at once natural and 
social. Researchers must recognize that different people may well inhabit quite different worlds. 
Their worlds constitute their views from diverse perspectives of knowing and establish separate 
realities. As a result, researchers must proceed with caution and remember when reporting 
findings from data collections and representation of participants’ realities, the realities are 
constructed from within a given set of communities and cultures.  
Voice 
Through self-definition and self-determination, voice offers understudied groups such as 
childcare proprietors the power to name their own reality and destiny. Collins (1998) refers to 
suggestion by Stepan (1990) of relating voice to a metaphor that guides social meaning and 
serves as a mental map for understanding the world. Metaphors work by showing how a set of 
relations that seems evident in one situation might illuminate thinking and action in yet another 
one. There are 3 interrelated components essential to voice –developing self-reflexive speech, 
breaking silence about oppression, and confronting or “talking back” to elite discourses. Self-
reflexive speech refers to dialogues among individuals who share their individual angles of 
vision. In a sense, it emphasizes the process of crafting a group-based point of view.  
Breaking silence is a fundamental role to understudied groups such as childcare providers 
when they publicly speak out their lived experiences from their social context: the childcare 
arena. This way, childcare proprietors reclaim humanity in a system that gains part of its vigor by 
objectifying them. They are empowered by giving new meaning to their own particular 
experiences. When childcare providers validate their own concrete experiences, they become the 
authority of those experiences that confront seemingly contrary universal false beliefs 
concerning their profession. Giving voice by claiming the authority of concrete experiences, 
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childcare proprietors’ speaking out is an effective tool to share their perspective. When 
confronted with an intellectual context grounded in false universalism, breaking silence by using 
childcare providers’ concrete experiences constitutes one effective strategy of resistance. When 
concrete experiences are strategically incorporated, what social- science thought as universally 
true, may not be that way at all, for example, when the concept suggests all community childcare 
facilities only “babysit” and do not provide school readiness in structured learning environments. 
Contrarily, childcare proprietors’ concrete experiences may reveal data that destabilize this 
paradigm effectively. For instance, the childcare proprietors’ evidence of accredited and highly 
structured learning centers speaks out to entities that appear to refuse to accept the authority of 
those childcare proprietors to explain their own perspectives. Voice is a vehicle to shed light. 
Defining Prekindergarten and Traditional Childcare 
By 2005, 69% of all 4-year-old children nationwide participated in some type of public or 
private nursery schools or preschool early childhood programs creating a need for developing 
effective early childhood program partnerships such as state-funded prekindergarten, the Federal 
Head Start program, and government-funded special education programs. In recognition, school 
districts across the nation are working to increase partnerships among public, private, and 
nonprofit organizations to address the number of young children and their families’ need for 
prekindergarten, inform Bassoff et al. (2001) and Dinnebeil et al. (1996). Childcare is a necessity 
for millions of parents across all income levels (GAO, 2004). Over 9 million children under the 
age of 5, whether from rich or poor families, attend formal learning settings such as childcare 
centers for at least a portion of each day. Nationwide over 13 million children under the 




Early childhood is the period from birth through age 8 years according the National 
Association for the Education of Young Children, the nation’s largest organization of early 
childhood educators, which works to raise the quality of programs for all children from birth 
through age 8 as well as to improve standards of quality through different systems of 
accreditation (NAEYC, 2009). Early childhood is served by a complex array of programs serving 
infants (birth - 1 year), toddlers (1 - 2 years), preschoolers (3 - 5 years), kindergartners (5 years), 
and youngsters in elementary school grades 1 through 3 (6 - 8 years). Programs providing 
services for the preschool children (3 - 5 year olds) include public and proprietary full-day 
childcare programs, preschool development and education programs that may be half- or full-day 
and operated by public agencies (e.g., Head Start), churches, for-profit proprietors, and 
increasingly, K-12 public schools.  
While the period from 3 to 5 years of age before children enter kindergarten is 
acknowledged to be the preschool years, preschool programs in public schools are designed 
primarily to serve 4-year-old children in academic programs in the year before they enter 
kindergarten. Because these programs occur in the year before kindergarten they have been 
incorporated broadly into the public school lexicon and are referred to as Prekindergarten 
education programs (also called Pre-K or PK). Furthermore, the National Association Education 
of Young Children may categorize young children from birth until age 8 and state departments of 
human and health services may extend the age of children until the age of 12; whereas, 
traditional childcare industry describes early childhood programs relating to the period of 
infancy prior to the age of compulsory school attendance (Bassoff et al., 2001). Research 
identifies the variety of ways traditional childcare providers or proprietors are organized from 
family homes to childcare centers to corporate franchises (owner-operated, chain or franchise, 
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and employer-sponsored) and from non-profit to for-profit (Hutchinson, Sohl, Stoney, & Vlahos, 
2004). However, no matter what the sponsor, each must comply with the state and local 
regulations for the safety and protection of the children they serve.  
There is a distinction in academic prekindergarten programs for 4-year-olds; most are 
voluntary and some are universal prekindergarten programs. A voluntary classification is when 
the individual state law specifies participation in the prekindergarten program is not an 
entitlement and is subjected to available funding and to space availability. State-funded 4-year-
old prekindergarten programs are based on annual appropriations and sites are based on the 
highest need as determined by the low-income families’ percentage in the school’s service areas. 
Presently most states’ programs, like Tennessee’s prekindergarten programs, target 4-year-olds 
whose families qualify for federal free/reduce lunch programs. After the initial eligible enrollees, 
if space permits, enrollment of other students is accepted; they are identified as children with:  
learning disabilities, English as a Second Language, in state custody, educationally at-risk for 
failure because of circumstances of abuse or neglect and/ or do not meet any at-risk criteria, but 
are considered the un-served or underserved population of 4-year-old children, per written 
request and approval from the Office of Early Learning. Primarily, voluntary academic 
prekindergarten programs seek to provide services for 4-year-olds who meet designated criteria, 
which may vary by states. An example of an eligible child is: 4 years old by September 30
th
, 
score of 75 or below on the pre-screening test, lives in the public schools’ Title 1 attendance 
zone, current on physical and immunization records and parents/designees agree to transport the 





On the other hand, universal prekindergarten programs serve and prepare all 4-year-old 
children (regardless of families’ income level) for school in certain states (Schumacher et al., 
2005). For example, Georgia and Florida are states currently with universal prekindergarten 
(Barnett et al., 2004). In most states without universal prekindergarten, the ultimate goal is to 
eventually serve and prepare all young 4-year-old children (regardless of families’ income level) 
for school and develop school readiness skills in nurturing and appropriately challenging 
learning environments (TN Gov., 2009). 
Federal Involvement in Prekindergarten 
Before the 1960s, children in the United States were viewed as a family responsibility 
and not a social responsibility. The federal government’s involvement was met both with 
opposition and acceptance (Paciorek & Munro, 1999). For example, some parents and early 
childhood groups felt the federal government should not intervene in the lives of young children; 
and skeptical local groups, in the past, observed federal government’s active involvement during 
national crises (i.e., World Wars & the Great Depression of 1930s) only to withdraw financial 
support later. In these instances, some state and local early childhood programs were left seeking 
other resources to continue prekindergarten programs that were threatened with budget cuts. On 
the other hand, equally influential groups such as feminist movements, child development 
researchers, early education professionals, labor unions, and policy planners urged continuation 
and expanded federal involvement in early childhood education. Now in the twenty-first 
Century, there has been evidence of a change in attitude toward young children and early 
education (Fuller, 2007). The national picture reflected universal preschool was a program whose 
time had come, and it was now a lasting part of the American public school districts (Morrison, 
2007).   
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Long-Term Cost Analysis 
Nationwide, numerous policymakers and the strongest advocates of prekindergarten cite 
the economic and societal gains from positive prekindergarten experiences. Findings from 3 
major longitudinal studies: High/Scope Perry Preschool Project (1960s), Abecedarian Project 
(1972 to 1985), and Chicago Child-Parent Centers (1967) reveal evidence of quality and 
effectiveness of prekindergarten programs (Boyd et al., 2005). These projects remain significant 
in part because researchers tracked the short- and long-term progress of participants, including 
one study, High/Scope Perry Preschool Project, which followed former participants and a control 
group through age forty. The research projects show noticeably affirmative outcomes of quality 
prekindergarten on the future lives of young children (Boyd et al., 2005; Helburn, 1995). As a 
result, an economic analysis sought to quantify these gains in real dollars. Costs and benefits 
based on (2002 dollar) values per $1 invested to prekindergarten participants and the 
public:  High/ Scope Perry Preschool Project (at age 27) were $8.74; Abecedarian Project (at age 
22) was $3.78; and Chicago Child-Parent Centers (at age 21) was $10.15. In addition, 
calculations factored in savings through less delinquency and less dependence on public 
assistance, as well as through the revenue generated by governments based on increased 
employment and earnings. For example, the well-recognized and longest running longitudinal 
High/Scope Perry Preschool Project supported the benefits and revealed the cost-benefit analysis 
of assisting young children early on to avoid school failure and related issues (Boyd et al., 2005; 
Phi Delta Kappan, 2002; Tennessee Alliance Early Education (TAEE, 2007). The Perry 
Preschool Project research reported the preschool feature played a critical role in reducing the 
number of lifetime arrests among the prekindergarten program group (36% had 5 or more) as 
opposed to the no-program group (55% had 5 or more). In another example, evidence from the 
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Chicago Child-Parent Center Project’s findings, researchers tracked 989 of those children and 
550 similar children not in the program for 14 years. The children who did not participate were 
70% more likely to be arrested for a violent crime by age 18, which returned to society in 
increased earnings for participants and reduced costs to society for remedial education and crime 
(TAEE, 2007).  
Prekindergarten Impacts Traditional Childcare Proprietors 
Most importantly, the expansions of state-funded academic prekindergarten programs 
impacted the traditional childcare proprietors’ economic stability (NCCA, 2001):  
Because of the delicate economic balance of childcare centers fiscal operations and the 
well-known fact that fees for older children subsidize care for infants and toddlers, 
broadening the public sectors involvement in the 4-year old market by including school- 
based providers could have an effect on a center’s ability to continue this subsidy; centers 
would struggle to continue to provide care for younger children at an affordable cost. (p. 
2)  
Center-based childcare providers determine fees on a per child basis depending on the amount of 
time the child is in care. The age of the child also helped to determine the cost of care with the 
cost of infant and toddler care being more expensive than the same amount of time for a 
preschool child. The expenses of childcare centers consist of salaries and benefits, and building 
maintenance including utilities and insurance, supplies, food, etc. Unless a program had another 
source of financial support, tuition rates reflected the total expenses to operate the program, 
which were calculated on a cost per child basis. The tuition charges for childcare may be 
subsidized by local departments of social services for children of income-eligible families. 
Therefore, from the traditional childcare perspective, when academic prekindergarten programs 
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for 4-year-olds significantly expand, childcare proprietors perceived a struggle and saw a need to 
look for ways to integrate services through effective partnerships without deteriorating their 
economic foundations (Coffman et al., 2006). In addition, within the last decade nationwide, the 
public school sector developed before and after school programs as well, furthering the 
compromises of childcare proprietors’ economic stability (NCCA, 2001). Many children now in 
these programs were once a part of their clientele. 
Secondly, academic prekindergarten programs took advantage of early childhood 
education partnerships with the private early care proprietors to ensure the maximization of 
existing infrastructures, expertise and instant capacity while avoiding redundancy, and effective 
utilization of limited public funds (Bassoff et al., 2001). Childcare proprietors of high-quality 
centers significantly relieved stressors placed on young children in traditional school settings, 
which were originally designed for school age children in mind and often created problems when 
state-funded academic prekindergarten classrooms were housed there (NCCA, 2001). Another 
concern with school based academic prekindergarten programs was that they came under the 
guidelines of the department of education and the sponsoring school systems may not provide 
extended services to young children. The public school facilities may not have the equipment 
and the building structures were not suited to deal with many of the needs of young children. 
Comprehensive components such as social services, which childcare facilities provided, involve 
parents, health issues and community services and posed yet other concerns. Without these types 
of services children would not receive proper care and reach their full academic potential 
(Bassoff et al., 2001).  
Third, in the past these school-based academic prekindergarten programs often used 
curricula that were watered-down from kindergarten. At that time, there were no resources to 
28 
 
provide services such as naps, snacks, or appropriate preschool child size toileting facilities. 
Currently, childcare proprietor partnerships provide a viable alternative to resolve some 
traditional school concerns (NCCA, 2001). The high-quality childcare settings provided value to 
the prekindergarten partnerships by delivering appropriate preschool teaching pedagogies with 
play and learning opportunities, relieved children from school age classroom physical 
environments that included large structures and furnishings, removed school age 
developmentally inappropriate rules and regulations, and curtailed long periods of time riding 
buses with school age children. This way providing appropriate childcare settings and 
environments would allow for better “wraparound” services that meet the needs of today’s 
working families, since both early child education stakeholders catered to the same family 
population (Banks, 2004). 
Benefits and Challenges of Prekindergarten Partnerships 
There were benefits and challenges of academic prekindergarten program partnerships 
with community childcare proprietors as essential collaborators (Pre-K Now, 2007). Very 
importantly, the partnerships assisted both the school systems and providers. The school districts 
subcontracted with them to operate state-funded prekindergarten programs to ensure that no child 
was left behind and that all children reached and/ or exceeded academic proficiency. Local 
school districts had the ability to use federal funds, private dollars or in-kind resources as part of 
their local match. In this way, the traditional early care program (proprietors) helped the other 
(prekindergarten) program. In theory, the partnerships offered a win-win relationship. Proprietors 
assisted the school districts in meeting their matching in-kind obligations to qualify for state-
funded prekindergarten programs and proprietors’ participation in the state-funded 
prekindergarten programs allowed an increase in professional development training and offered 
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better pay to their staff. For example, Tennessee matches in-kind resources through the diverse 
collaboration delivery model. The collaboration delivery model system allowed local 
communities to decide whether to participate in the program and allowed them to determine how 
many high-quality classrooms they wanted to add (Pre-K Now, 2009).  A major outcome of 
collaboration was an effective diverse delivery system involving both community-based and 
school sites to provide prekindergarten services (TAEE, 2007). 
When the state prekindergarten programs included community-based childcare 
proprietors, they provided a vital opportunity to combine dual goals of promoting early learning 
and supporting working families. Childcare proprietors welcomed partnerships, which expand 
fiscal and other resources to improve service quality and take the burden off ever-rising costs to 
parents. Effective collaborations between childcare proprietors and prekindergarten programs 
significantly enhanced early learning services for young children (e.g., skills related to language, 
literacy, social development, and early math) in school preparation (Schumacher et al., 2005). 
Furthermore, shared resources may include enhancement of the physical classroom, formalized 
curricula, with attention to children’s individual learning patterns, age-appropriate skills, and 
activities that integrate elements of health and nutritional services into the program (Selden, 
Sowa, & Sandfort, 2006). On local levels, effectively combining resources reduced 
fragmentation that may occur when these same public funded programs operate separately. The 
desired common goal for prekindergarten programs and childcare proprietors was to coordinate 
and integrate resources for the benefit of young children (Stebbins & Scott, 2007). As early 
childhood stakeholders, the advantages of prekindergarten programs and childcare proprietors 
included: community perspective (common good), equity, no labeling (at-risk), accessibility, 
affordability, safe environments, qualified teachers, better salaries and working conditions, 
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availability of support services of the school system, and availability of peer models/tutors at 
school sites (Bassoff et al., 2001). 
Variety and integrating resources. The potential for higher quality preschool-age 
children’s experiences across varieties of early childhood education partnership settings 
increased through blended coordinated planning and implementation between state-funded 
academic prekindergarten and childcare programs (Schulman et al., 1999). While recognizing the 
importance of variety of settings, nationally, about 30% of children served by state 
prekindergarten are in non-school settings. For example, the National Child Care Association 
reports 9 states only allowed school-based prekindergarten programs, while the majority permits 
programs in a variety of partnership settings such as childcare centers (NCCA, 2001). To 
encourage partnerships, some state incentives made community-level partnerships a condition 
for receiving funds, creating opportunities for communities to coordinate their prekindergarten 
resources with other early childhood education programs like community childcare proprietors to 
minimize the conflict that inevitably occurred when funding sources were limited among 
numerous providers’ efforts (Bassoff et al., 2001).  For instance, two states, New York and West 
Virginia, required that a minimum percentage of academic at risk prekindergarten delivery 
systems include community-based settings.      
Most states delivered academic at risk prekindergarten programs through a diverse 
delivery system, which allowed parents more options from a wider spectrum of choices (Pre-K 
Now, 2009). The variety of choices in prekindergarten settings provided busy working families 
with an array of opportunities to select the location that would best meet their families’ needs. 
Different types of childcare infrastructures offered various avenues for prekindergarten program 
partnerships. This meant that children attend state-funded prekindergarten programs in a variety 
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of settings such as proprietary childcare, both public and private schools, as well as community-
based settings such as Montessori centers, faith-based centers, and Head Start agencies. The 
diverse settings allowed parental a choice to meet their family’s needs. Some working families 
require wraparound services with half programs, which created a dilemma with work schedules. 
Once again needs like this one further supported that community childcare proprietors were 
essential partnerships to academic prekindergarten programs. 
Even when programs differ, they can work when collaborators trust, and share resources, 
and responsibilities (Stebbins & Scott, 2007).  Some states designed strategies to assist childcare 
proprietor partnerships: startup funds, professional development, and same salaries across the 
board, ongoing technical support, funds for curricula materials and supplies, joint staffing, and 
allowed funds to adjust facilities by blending public early childhood resources in different 
arrangements (Coffman et al., 2006; Hall, 2002; & Selden et al., 2006), for example, interagency 
collaboration provided resources that improve salaries or benefits, which result in greater teacher 
satisfaction related to pay and benefits, and reduce staff turnover. Traditionally, teachers in 
childcare classrooms received lower salaries and fewer benefits than teachers in Head Start or 
preschool classrooms. The U.S. Bureau of Labor Statistics informed that childcare workers 
earned a median hourly wage of $7.03 in 1997, compared to $9.09 for preschool teachers, which 
required higher educational levels. The changes in human resource management and practices, 
such as increased pay and professional development among early childhood education 
professionals were also possible when blending and organizing resources (Selden et al., 2006). In 
other examples, in Iowa, partnership sites used discretionary funding to support provider 
training, and professional development, emergency childcare, wrap-around child care, health 
fairs, or other health supports, and childcare conferences (Coffman et al., 2006); yet another 
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Early Head Start and community partnership, the Early Head Start agency directly hires and 
supervises staff working in partner centers. Other agencies made payments to providers to 
enhance the salaries or benefits of teachers with the partnership (Bassoff et al., 2001). Many 
partnership agreements also included provisions for specialists and managers to provide training 
and technical support on a variety of topics to partner agencies and their staff (DHHS, 2006).  
Partnership challenges. While beneficial, challenges and resistances usually occurred 
when groups like public school district prekindergarten programs and traditional childcare 
proprietors initially developed partnerships (Stebbins & Scott, 2007). The challenges of defining 
relationships and meeting expectations presented new problems and created a new entitlement. 
The National Association for the Education of Young Children declared a need to develop an 
integrated system of early childhood care and education that included comprehensive approaches 
that directly involved families and communities in program design, implementation, and 
evaluation opposed to the current fragmented decentralized systems in the childcare arena 
(Fuller, 2007). To meet this challenge, model early childhood programs must use exemplary 
approaches that serve as guides to best practices. Thus, developing positive prekindergarten 
partnerships with childcare proprietors provides that organizational approach for improving the 
ability of providers to achieve quality diverse services.   
Careful and deliberate collaboration required all the stakeholders, such as childcare 
proprietors to be at the table (Dinnebeil et al., 1996). Prekindergarten partnership developments 
became a delicate process when each group had strong beliefs about what young children needed 
to succeed. Contradictory beliefs increased stress among the partnerships, requiring clarifications 
and knowledge of the roles in the relationships. Some advantages (teacher requirements, salaries, 
professional development and training, logistics, parents’ eligibility, financial and material 
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resources) became financial burdens for childcare proprietors to sustain, even with state funding 
(Coffman et al., 2006). Community partnerships in handling state funds were expected to take 
into account other funding sources and deploy their funding to coordinate with existing services 
to sustain.  
Certified teachers or higher qualified teachers are hard to retain in academic 
prekindergarten programs when they can work for better pay in school-based settings 
(Schumacher et al., 2005). As a result, teacher education requirements and compensations added 
tensions. Helburn (1995) reported the factors of teachers’ wages, educational levels and 
specialized training distinguish mediocre from higher quality in childcare centers. This was 
where partnering transcended to quality partnerships. State-funded policy choices for academic 
prekindergarten programs had the potential to strengthen the quality and program standards of 
community based childcare programs (Schumacher et al., 2005). The difference in salaries was 
particularly a concern for states using academic prekindergarten partnerships with childcare 
proprietors. All universal prekindergarten teachers must hold state teacher certification. The 
lower salaries offered to community childcare teachers made it difficult for childcare proprietors 
participating in prekindergarten partnerships to require higher teaching credentials without 
financial assistance. Selden et al. (2006) found most of the teachers they spoke to enjoyed 
working in community-based organizations. The struggle to balance their love for their jobs with 
their need for a better salary created an imbalance in teacher turnover as these teachers sought 
advancement opportunities with local school systems in hopes of greater benefits.  
Currently, there is no public infrastructure in place to pay for childcare teachers to obtain 
a professional certification, nor any professional credentials for childcare teachers as required for 
public school teachers Bassoff et al. (2001). These differences led to an informal profession 
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hierarchy and strained the partnerships (Ferguson, 2006).  Another important example was the 
variation in hiring practices for qualified teachers for prekindergarten programs at the local level, 
even within an individual state (Schumacher et al., 2005). State-funded academic 
prekindergarten programs recognized teaching credentials and other financial hurdles got in the 
way of coordinating prekindergarten partnerships in the childcare settings. Establishing academic 
prekindergarten programs and community childcare proprietors’ partnerships met the underlying 
pro and con debate on the dynamics related to the resistance to change and held to the status quo, 
which was characteristic of all social movements. Bassoff et al. (2001) explained: 
Resistance to new methods and procedures is routine, and there has to be a very powerful 
reason for people to overcome that resistance. Psychological inertia can be as powerful as 
physical inertia. (p. 10) 
Restructuring of taxpayers’ beliefs was the vital strategy to overcome the psychological inertia or 
tension about where the leadership came from, the education, establishment, or the field of 
childcare as it was currently constituted.  
Successful Prekindergarten Partnership Characteristics 
The majority of diverse collaborations and partnerships in human services sprouted in the 
last 40 years (Selden et al, 2006). Collaboration was the process by which communities created 
and nurtured strong partnerships among a variety of organizations in order to deliver high-quality 
prekindergarten and was a central component of the state-funded academic prekindergarten 
programs; the diverse collaboration model proved to be the greatest feature to the 4-year-old 
academic prekindergarten program’s success (Office of Research and Education Accountability, 
2009; TAEE, 2007).  Although the delivery models’ names may be “collaboration,” “service 
integration,” or “community partnerships,” nonetheless, they were occurring and providing 
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numerous strategies for making sense of diversity through classification. From the business’ 
perspective when deciding to partner, they may ask the question, “How can you make space for 
the creative opportunities while still keeping a firm hand on costs and services levels?” The aim 
was to add value to the client business. Some forms of partnerships were vital to provide the 
understanding, responsiveness and innovation that created a success story – especially when 
complete business processes, not just systems, were at stake. Wainwright et al. (2006) quoted: 
Often “partnership” is no more than a “get out clause” for one party or both, and   
apparent friendly partnerships turn sour the minute problems arise. This usually 
results in all parties reverting to a contractual approach, which is more concerned 
with avoiding blame than solving and learning from the problem. This is a shame 
because effective partnering is the best route to achieving and sustaining the 
magic combination of affordable cost, excellent delivery and innovation. (p. 2) 
 Successful partnerships planned well and faithfully executed, required partners to give up 
something (usually control) in order to achieve a larger end (Dinnebeil et al., 1996; Dinnebeil, 
Hale, & Rule, 1999). Productive collaboration demanded good leadership, an atmosphere of 
commitment to the common good versus competition, enough time to flesh out how things will 
work, and a realistic timetable for implementation (Bassoff et al., 2001). They seldom succeeded 
unless all concerned were able to cross - distinct bureaucratic and financial or jurisdiction and 
language boundaries, explained Davies (1997). Partnerships must include the concept of 
cooperation, or ability to work together voluntarily to reach a common goal along with 
interpersonal and communications skills, which are critical for successful collaboration 
(Dinnebeil et al., 1996, 1999). Other partnership characteristics exhibited high levels of: mutual 
acceptance, respect, openness, trust, and shared responsibility. Successful partners in a 
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collaborative relationship were effective communicators, had the ability to negotiate, and had an 
implicit understanding of who maintains final decision-making authority within the relationship 
(Dinnebeil et al., 1999). Stebbins and Scott (2007) asked the discerning question to answer to 
any successful partnership as: What is it that we need to accomplish to educate and care for all 
children? Successful partnerships were hard and complex work.   
      Effective partnerships achieve success when all of the individuals involved listen, share, 
and respect each other’s opinions, knowledge and mutual differences. “Unclear expectations lead 
to misunderstanding, disappointment, and withdrawals of trust,” according to research (Covey, 
2004, p. 195). Successful collaborations identify variables that enhance or interfere with 
collaborative relationships. Fink and Fowler (1997) suggested that, “The greatest challenges to 
successful collaboration arose when the boundaries between programs became blurred and 
people’s roles within the new formation were not clearly defined.” (p. 337) Dinnebeil et al., 
(1996) cited major professional organizations in early childhood education and early childhood 
special education (National Association for the Education of Young Children, Division for Early 
Childhood-Council for Exceptional Children and Association for Teacher Education) as 
identified the ability to work with other adults as a key competency in providing services to 
young children and their families as a focal point. Effective partnerships grasped the meaning of 
the concept of shared responsibility for children’s learning and well-being opposed to the “blame 
others game” (Davies, 1997).      
      Nonetheless, the level or how well collaboration occurred between the partnerships 
affects the diversity of services provided to the young children. For example, to ensure 
productive partnerships, several states, including Florida, North Carolina, Massachusetts, 
Connecticut, and Tennessee used local councils to help determine which providers receive 
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academic at-risk prekindergarten program contracts. By getting a seat on the local council or 
speaking at a local-council meeting, community-based providers ensured that their preferences 
for diverse delivery of prekindergarten and other concerns were heard. Through collaboration 
and working with community and education leaders, and voicing concerns early, proprietors had 
a positive impact on the development of state-funded academic prekindergarten programs for 4-
year-olds. For instance, Florida developed strong collaborations with community childcare 
facilities, not just school-based programs (Bridges et al., 2004). 
States with Prekindergarten Partnerships   
      An increasing number of states design cross-agency planning and governance structures 
to focus upon developing more coordinated and effective early learning systems that better 
achieve the goal that all children start school ready to learn. 6 states−Georgia, New Jersey, New 
York, Oklahoma, West Virginia, and Wisconsin−have policies in place or a goal to move toward 
universal access to prekindergarten, and other states’ leaders are contemplating universal access 
as well (Schumacher et al., 2005). Current research showed evidence those other states provided 
resources and support to help community-based programs meet state prekindergarten standards, 
explained Bassoff et al. (2001). For instance, 6 diverse states with academic at-risk 
prekindergarten programs for 4-year-olds revealed their models–Colorado, Iowa, Minnesota, 
North Carolina, Oklahoma, and Vermont−in their approach to building community partnerships 
(Coffman et al., 2006). These states provided a logical view that applies equally to the state and 
the community levels to correspond joint commitment and responsibility to achieving better 
results for children across all stakeholders. These 6 state’s general belief was that joint 
responsibility and accountability requires an academic prekindergarten partnership that does not 
give undue power to one aspect of that system. A “one size fits all” state approach was unlikely 
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to work as it failed to reflect the very different needs, cultures, and assets of local communities. 
Most of these states cited community differences that need to respect and address differences 
between urban and rural communities (Coffman et al., 2006). For example, Iowa’s guidelines on 
community empowerment dollars allowed local site partners the flexibility on how the monies 
are disbursed. Partnerships contoured to address the unique needs, cultures, and strengths of local 
communities.  
 Preceding 1970, only 7 states funded preschool programs with a primary focus on the 
economically and educationally disadvantaged children. In 1991, 28 states had prekindergarten 
programs primarily for at-risk youngsters, with a total enrollment of approximately 290,000 and 
spent an estimated total of $190 million on these programs. Oklahoma, New York, and West 
Virginia approved similar programs, though New York had not fully funded its effort, and West 
Virginia planned a gradual phase-in by 2012. Additionally, voters approved universal 
prekindergarten programs now underway in Florida. Illinois (through a small early childhood 
block grant) approved a Preschool for All program for gradual implementation. Illinois’ 
policymakers planned to enroll 3-year-olds as well as 4-year-olds in their program. By 2005, 
with a total enrollment of more than 800,000 children, state prekindergarten programs served 
more 4-year-olds than the Federal Head Start program. Among all 4-year-olds, about 17% 
attended a state-funded academic prekindergarten program for 4 year olds, while a similar share 
participated either in Head Start or public special education services. Overall, states spent $2.84 
billion (an average of $3,551 per child) prekindergarten programs during the 2004-2005 school 




Prekindergarten partnerships and high-quality eligibility. The academic 
prekindergarten programs in school systems required collaboration only with agencies achieving 
the highest rating scores by the state department of human services licensing systems. Only 
community-based providers or proprietors that met the local state’s governance standards such as 
the state department of human services or the state department of educations were eligible to 
participate in contractual partnerships with state or local school systems. For instance, in 
Tennessee a Star-Quality Program ensured that private providers offering state-funded academic 
prekindergarten classes for 4-year-olds are of the highest quality (TAEE, 2007). Although the 
format for rating high-quality childcare environments varied by states, childcare providers’ 
evaluators from the state department of human services use a rating scale during the annual 
mandatory evaluation to score eligibility ratings. For example, in the Tennessee Star Rating 
Program, the ratings range from a one, to a 3 star rating for the child care program. Providers 
were placed into the Star-Quality program automatically with a minimum of a one star rating. A 
3 star rating was available per category and for an overall program rating. A program’s overall 
rating was determined by totaling and averaging the star ratings in each area. The ratings allowed 
parents to know that a program is star-rated because it exceeds minimum licensing standards. For 
public viewing, a visual report card bearing the total number of stars was required for posting in 
a conspicuous location within each provider’s facility. The 7 components of the Star-Quality 
Program were:  director qualifications, professional development, compliance history, 
parent/family involvement, ratio and group size, staff compensation, and program assessment. 
Also, many childcare centers voluntarily assessed themselves and sought to achieve standards of 
quality beyond compliance with the state regulations and sought national accreditation through 
the National Association for the Education of Young Children. This national association required 
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a whole child approach to childcare and accredits over 10,845 early childhood programs that 
serve approximately 915,000 children. The accreditation criteria sets guidelines in ten areas: 
interactions among teachers and children, curriculum, relationships among teachers and families, 
staff qualifications and professional development, administration, staffing, physical environment, 
health and safety, nutrition and food service, and evaluation (Hutchinson et al., 2004). Several 
surveys were used in which staff, families, and the community could participate in the 
accreditation process.  
      The National Research Council study found that “Children who attend well-planned, 
high-quality early childhood programs … tend to learn more and are better prepared to 
successfully master formal schooling” (Bowman, Donvovan, & Burns, 2000, p. 6). Where 
prekindergarten programs that focus only on the academic preparation of young children enough 
to meet the developmental needs of children? Helburn (1995) informs, high-quality childcare 
usually relates to lower staff/child ratios, staff education, lower teacher turnover rate, 
administrator’s experience and an effective curriculum. The National Institute for Early 
Education Research (which reports the quality of states’ prekindergarten programs)  cited most 
of the 10 largest state-funded prekindergarten programs met the identified ten standards for 
prekindergarten programs for 4-year-olds which are: class size (maximum 20 students), low 
student-teacher ratio (1:10), comprehensive curriculum aligned to early childhood state 
standards, certified teachers, nutritious meals, family engagement programs, vision, hearing, and 
health referral services, and professional development support for teachers (National Institute for 
Early Education Research (NIEER), 2005; Tennessee Alliance Early Education (TAEE), 2007). 
These characteristics ensure program accountability, high quality and the health and safety of 
children.  For example, Tennessee’s voluntary academic prekindergarten program is a national 
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leader in prekindergarten quality, having achieved 9 of 10 quality standards. For two consecutive 
years (2005 and 2006), the National Institute for Early Education Research recognized 
Tennessee as a national leader in providing and sustaining high-quality with their state-funded 
academic prekindergarten programs (NIEER, 2005; TAEE, 2007).  
Accountability and structured programs. The national focus on the importance of the 
early years caused the public to demand more accountable and structured programs from early 
childhood professionals (Morrison, 2007). With public schools facing accountability 
requirements, prekindergarten programs emerged as a vital strategy to promote school academic 
proficiency and to close achievement gaps in elementary schools and beyond. The magnitude of 
academic state-funded prekindergarten programs was summarized well by Tennessee’s Governor 
Bredesen in comments at a state General Assembly. Gov. Bredesen stated evidence was clear in 
study after study of the proven long-term investment in preschool education. Not only does each 
dollar designated for early childhood education yield high returns, it is doing what was right for 
young children that ultimately matters, and legislation must recognize it as an integral part of our 
educational programs, necessary for all 4 year olds regardless of families’ incomes (TN Gov., 
2005).  
      National leaders recognized the social and economic crises concerning academic 
achievement (Fuller, 2007; Morrison, 2007; & Paciorek & Munro, 1999). As a result, the 
heighten involvement of public officials, policy makers, educators, and parents reflected 
reawakening importance of early childhood education. Children with high-quality early learning 
experiences were 40% less likely to need special education or be held back a grade (Reynolds, 
Temple, Robertson, & Mann, 2001). Children who participated in state-funded academic 
prekindergarten were better prepared for kindergarten, especially in the areas of pre-reading, pre-
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math and social skills (Vecchiotti, 200l). On one hand, the public was willing to invest more 
heavily in early childhood programs, but on the other hand, it was demanding that the early 
childhood programs respond by providing meaningful programs (Sentrell, 2005). As 
stakeholders, they saw how participation in the academic prekindergarten programs strengthens 
young children’s pre-academic and social skills and influences their educational career for a 
lifetime (Pre-K Now, 2009).  
 Overall, the advantages of academic prekindergarten partnerships shape all the 
communities’ overall economic and societal growth (TAEE, 2007). Although the teaching and 
learning standards varied from state and individual programs, high-quality programs included 
essential goals that focus on prekindergarten children’s cultural and developmental needs: social 
and interpersonal skills, self-help and intra-personal skills, approaches to learning and how to 
learn, academics, language and literacy, music and the arts, wellness and healthy living, and 
independence (Morrison, 2007). Structured early learning fosters these abilities for later success 
in school and life (Bowman, Donovan, & Burns, 2000).  
  Sample typical daily schedules. Two examples of a typical day in two different 
academic prekindergarten programs are outlined below in Table 1 and Table 2 to demonstrate 
that difference in scheduling may not necessarily hinder high-quality yet may meet state 
mandates. Table 1 displays a school-based daily schedule and is based on a 180-day school year 
aligned with the state’s Early Learning Standards. The schedule in Table 2 represented a Head 
Start prekindergarten program using state and national accreditation curricula with standards of 
quality. Comparatively, both academic prekindergarten program examples have systems in place 
for the teaching staff to create individual learning plans for each student in the program based on 
individual skills and needs. 
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Table 1:  
School-Based Academic Prekindergarten Full Daily Schedule (4-Year-Olds) 
 
 











Small Groups  
Centers (Student 
Choice) 
Reading designated stories, Songs (e.g. “Good 
Morning,” “If You Happy and You Know It,” and “5 
Little Speckled Frogs.” 
Includes special projects (e.g. Fall & Spring 
Exhibitions mandated by school district); Sorting and 
sequencing activities. 
Centers include: computer, libraries, dramatic play, 
grocery store, writing, art, and discovery.  
10:45-10:55 Lunch Preparation 







Outside: gross motor skills (e.g. jumping, skipping, 
climbing); Inside:  Letter ball movement and songs 
11:45-12:00 Owl Poem Time/ 
Literacy Game 
3 English/Language Arts components: 
Listening/Speaking, Reading, & Writing; 4 
Mathematic components: Number & Operations, 
Algebraic Thinking, Measurement & Geometry, and 
Data Statistics & Probability 
12:00-12:10 
12:10- 1:10 





 1:30- 1:40 
 1:40- 2:30 
2:30- 2:50 
Journal Work 
Afternoon Centers  
Recall/ Closing 
Meeting 
Writing name and alphabets 
 2:50- 3:15 
  
3:15 




Review lesson cards; Take home activity (e.g. name, 







Table 2:  
Head Start Academic Prekindergarten Full Day Schedule (4-Year-Olds) 
 7:45-8:15 Breakfast: Family-style served. Teachers engage children in conversation. Children, who 
do not choose to eat or have already eaten, may choose an alternate activity. Children 
brush teeth, use restroom, and wash hands. Engage in games and music activities until all 
are ready for the morning meeting. 
 8:15- 8:30 Keeping Kids Safe Activity/Story Time: Teachers implement the Keeping Kids Safe 
Curriculum activities. 
 8:30- 9:30 Outdoor Choice Time: Teachers supervise playground. Observe and interact with children 
as they jump, play ball, paint, make nature discoveries, etc. 
9:30-10:00 Morning Meeting: Teachers brings the group together for songs, finger-plays and sharing 
news. Talk about the day’s activities and about the choices for the morning. Make 
provisions for those children who are not ready for the large group (e.g. hold two small 
groups; have one teacher sit close to children who may need extra attention. 
10:00-
10:15 




Learning Centers: Guide the children in selecting interest areas. Observe and interact with 
individual and groups of children to extend play as learning. Lead a small group activity 
that builds on children’s skills, interest, learning styles, and temperament. Give children a 
ten (10) minute warning to complete projects and start cleanup. 
11:15-
11:30 
Preparation for Lunch: Helpers set the table while others use the restroom and wash 
hands. Play soft relaxation music. Engage children in conversation about the menu or 
topics of interest to the children. 
11:30-
12:00 
Lunch: Teachers encourage conversations about the day’s events, the meals, and topics of 
interest to children. Guide children in cleaning up after lunch, brushing teeth, setting out 
cots, and preparing for rest. 
12:00-
12:20 
Story Circle: Reading together. 
12:20-1:20 Rest Time: Teachers help children to relax so they can fall asleep (silent time/soft music). 
Provide quiet activities for children who cannot fall asleep. Adjust length of rest time 




Snack/Children reflection time: Set up snack so children can serve themselves. As 
children complete snacks engage them in small groups to reflect on the day. Prepare 
children for home. Greet parents and share information about the child’s day. 
Teacher’s Planning and Reflection: Discuss how the day went, progress of individual 
children (skills, needs, interest) work on portfolios and observation notes related to 
developmental continuum of the children. Review, adapt curriculum, and plans 
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Sample curriculum. There were many high-quality academic prekindergarten curricula 
for 4 year olds that contribute to the foundation of early childhood education such as Montessori, 
Waldorf, High Reach Learning, High Scope, The Creative Curriculum, and Reggio Emilia 
(Morrison, 2007). For example, many states, including Illinois and Tennessee’s academic at-risk 
prekindergarten partnership programs for 4 year olds used the “Opening the World of Learning” 
(OWL), by Pearson Early Learning. This was an evidence based scientifically researched 
integrated prekindergarten curriculum designed to develop language and early literacy skills in 
the context of rich content of math, science, social studies, social-emotional development, the 
arts and physical development. OWL and its suggested classroom routines reflected children’s 
varied backgrounds and took into account each child’s interest, special needs and cultural and 
linguistic needs. Centers and small group activities provided the opportunity for children to 
playfully experiment and refine the skills that they were learning. OWL fostered a print rich 
classroom environment that emphasized explicit, systematic instruction in oral language 
(expressive and receptive including vocabulary building development). 
Chapter Summary 
 In Chapter 2, I presented a literature review of academic prekindergarten and traditional 
childcare programs along with some characteristics of successful partnerships. I also defined key 
terms for this study, showed some major benefits and challenging components, as well as 
showed several relevant longitudinal studies. There was a gap in the early care and education 
literature between academic prekindergarten programs and community childcare proprietors as 
community partners. I used research related to perception, reality, and voice to aid in bridging 
the childcare providers’ perspective of how they perceived their academic prekindergarten 





Chapter 3: Methodology 
    Recall that the purpose of this case study was to explore 4 childcare proprietors’ 
perceptions of their prekindergarten partnerships with a public school system. In Chapter 3, I 
described the methodology I used. There were two specific guiding questions used to steer this 
case study: 
1.  How do 4 early childcare providers describe their participation as community partners 
with a public school system’s state-funded academic 4-year-old prekindergarten program? 
2. How do 4 early childcare providers’ perceptions portray the state-funded academic 4-
year-old prekindergarten program partnerships? 
      These broad research questions aided in maintaining clear boundaries in this case study’s 
method and methodology (Creswell, 1998; deMarrias & Lapan, 2004). They allowed penetration 
beyond the sedimentary layers formed by cultural beliefs. The research questions provoked the 
participants to dig deeper toward the essence of their realities and permitted the providers to 
voice their perceptions of what may already be understood to insiders of the childcare arena, that 
were not as obvious to persons outside their cultural beliefs.  As an understudied group, 
permeating the participants’ experiences from their perspectives identified the focus of this case 
study. The research questions guided the data and presented suggestions of how to improve 
collaborative efforts among public academic prekindergarten partnerships since the first step in 
binding the case study is to decide on the “case” by the questions the researcher seeks to answer 
(Yin, 1994).   
 Research questions revealed participants’ interactions in their environmental settings with 
the state-funded academic prekindergarten partnerships, as well as captured how they saw 
themselves in the relationship with the school system (Lichtman, 2006) with rich descriptions of 
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the information gathered. As data develops, these research questions require adapting yet 
maintaining the purpose of study (deMarrias & Lapan, 2004).  Mainly, in using predetermined 
research questions, they identified the scope of study and guided the methodology of what I 
sought to know concerning the impact of the academic prekindergarten programs on proprietary 
childcare.   
I used a case study methodology to conduct my research. Methodology provided the 
principles underlying the inquiry rather than a certain technique through an extensive verification 
or triangulation of information (Wolcott, 2001).  “A methodology includes a way of looking at 
phenomena that specifies how the method ‘captures’ the ‘object’ of study,” (Tuchman, 1994, p. 
306).  A case study may be a single or multiple cases that were either holistic (single unit of 
analysis) or contained multiple units of analysis (Yin, 1989). Evidence gathered assisted in 
understanding 4 childcare proprietors’ perceptions (phenomena) as they shared experiences 
(issues) in context (prekindergarten partnerships) and analyzing the findings discovered (Lincoln 
& Guba, 1985). Some consider “the case” an object of study and others consider it a 
methodology (Merriam, 1988; Stake, 1995). The participants’ realities provided documentations 
on how they perceived their academic prekindergarten partnerships and the impact of these 
prekindergarten programs on the traditional childcare infrastructures. The participants’ 
perceptions offered their perspectives and embedded in their experiences were opportunities to 
explore their understandings. 
Qualitative Research 
Qualitative research concentrates on the process and the meaning of how people make 
sense of their lives, using and transforming the gathered data into words, objects, or pictures. 
Creswell (1998) defines,   
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Qualitative research is an inquiry process of understanding based on distinct 
methodological traditions of inquiry that explore a social or human problem. The   
researcher builds a complex, holistic picture, analyzes words, reports detailed views of 
informants, and conducts the study in a natural setting. (p. 15) 
Creswell (1998) emphasizes “holistic picture” here because qualitative research takes the reader 
into numerous aspects of the issues under research and reveals the complexity yet uniqueness of 
the case(s) through a microscopic lens. Lichtman (2006) calls this type of investigation as getting 
to the “nitty gritty” or the essence of the case and is multi-dimensional and flowing. It is not a 
linear process that allows the researcher to go back and forward as additional information is 
obtained and is neither a single thing nor do people agree on what it is (Lichtman, 2006). In the 
components of qualitative research, one main goal is to describe and understand human behavior 
by relying heavily on seeking to capture the individuals’ voices in the context of their natural 
settings. Marshall and Rossman (1980) confirm in order to understand human behavior one must 
understand the setting or environment where it occurs to interpret thoughts, feelings, and actions. 
“Qualitative research attempts to systematically inquire about the in-depth nature of the human 
experience within the context in which the experience occurs,” (Bhattacharya, 2007, p. 3). 
Qualitative researchers are the primary instruments for data collection and analysis and go out 
into the field making field notes, interviews, observations, and record behaviors of their 
participants in the natural setting and rely on in-depth studies of a few cases and multiple 
variables (Creswell, 1994; Merriam, 1988). As qualitative researchers, the topics we investigate 
and attempt to describe are “emotion laden, close to the people, and practical,” (Creswell, 1998, 
p. 19). “Qualitative data is more ‘rich,’ time consuming, and less able to be generalized,” (Miles 
& Huberman, 1994, p. 40). It is complex and involves long periods of time doing fieldwork to 
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obtain accurate information from the participants (Creswell, 1998). Therefore, the foundation to 
qualitative research is unquestionably the voluminous and extensive collection of data from 
multiple sources of information used to portray the findings in a study. Then through 
triangulation of the data, researchers seek to represent without misinterpreting or 
misunderstanding the findings (Stake, 1995). Much of qualitative inquiry depends on what 
people have to say; therefore, to learn from participants, researchers have to listen intently.  
There are two ways of research, and Crotty (2005) relates, “Qualitative research and 
quantitative research occur at the level of methods,” (p. 14). The two types of research approach 
their subjects in different ways but they are not against each other. The distinction is made 
between objectivist/positivism (quantitative) where there is one absolute truth that is tangible 
versus subjectivist (qualitative) research where there may be multiple truths, constructed and 
holistic (Lincoln & Guba, 1985). Comparatively, some social science researchers perceive 
qualitative and quantitative research inquiries as incompatible, while others report that skilled 
researchers can successfully combine approaches.  During the 2000s, some researchers 
considered the mixed methods approach rather than relying solely on pure qualitative research. A 
mixed method approach combines elements from both qualitative and quantitative models 
(Lichtman, 2006). Katsulis (2003) adds mixed methods might offer a wider understanding from 
both models. However, cautiously Creswell (2003) warns and suggests researchers prioritize the 
purpose for implementing and integrating their theoretical perspectives if considering mixing 
methods. While Wolcott (2001) emphasizes, “all research is based on observational data, an 
observation that is itself overlooked by those who insist on emphasizing differences between 
qualitative and quantitative approaches,” (p. 84). Benefits of both can contribute to the other. In 
addition, Lather (1994) restates that there are multiple ways of doing science. The personality or 
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thinking style of the researchers will dictate the preference of methods (Miles & Huberman, 
1994). Glesne and Peshkin (1992) postulates, “Nonetheless, people tend to adhere to the 
methodology that is most consonant with their socialized worldview” (p. 9).  
Theoretical Framework: Interpretivism 
I used an interpretivism theoretical framework since it provided the logic and contextual 
blueprint necessary for this case study. It allowed exploration into the academic prekindergarten 
program partnership experiences of the participants. Historically, interpretivism is often 
associated with scholar Max Weber (1864-1920) who suggests that in human sciences, 
researchers are more focused on Verstehen, understanding, and that there is a “Need to focus 
social inquiry on the meanings and values of acting persons and therefore on their subjective 
‘meaning-complex of action’” (Crotty, 2005, p. 69). Interpretivism involves human or social 
sciences that are guided by practical interests from an inter-subjective understanding. Further, 
Crotty (2005) supports that interpretivism concerns “human affairs” and seeks what is 
idiographic or the individual views. The interpretivism theoretical framework affords the 
philosophical position that deals with the nature of knowledge and its possibility. “The theory of 
knowledge embedded in the theoretical perspective and thereby in the methodology,” (Crotty, 
2005, p. 3).    
As I investigated the childcare proprietors’ experiences, I sought meaning from their 
realities. Crotty (2005) quotes, “Interpretive sociology considers the individual and his action as 
the basic unit, as the ‘atom’…In this approach the individual is also the upper limit and the sole 
carrier of meaningful conduct...” (p. 68). The participants are the sole carriers of their truths and 
exploring their perspectives allowed me to seek an understanding of their perceptions and 
uniqueness to the case study. Since the participants are the basic unit in my research, I was 
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compelled to interpret their stories accurately in order to convincingly explain my understanding 
to the reading audience through individual vignettes described by the participants. A vignette is a 
story used to help the reading audience develop a sense of what happens/happened in the case 
study from the participants’ viewpoints, in this case, the childcare proprietors. I sought to 
understand the participants’ realities as partners with a local school district to provide academic 
prekindergarten programs for 4-year-olds. I also sought to understand the effect that expansion of 
such programs has on their childcare businesses. I investigated the proprietors’ perspectives to 
learn how they perceive their partnerships and sought to paint a vivid picture from their accounts 
as told to me (Bhattacharya, 2007; Crotty, 2005; Yin, 1994).  
Subjectivities 
Subjectivities identified my position as the researcher within the context of this research 
(Bhattacharya, 2007). This research matters to me because of my personal journey as both a 
former community childcare proprietor and a partner with a local school district’s state-funded 
academic prekindergarten program. “The evidence gathered during research is never separable 
from researchers’ selves and is inextricably linked to the perspectives of the researchers…” 
(deMarrias & Lapan, 2004, p. 175). I brought personal assumptions, sensibilities, and 
sensitivities to this research, which acts as my disclosure to the readers of this study. 
Furthermore, a previous childcare related research study sparked my interest in 5 
challenges (social attitudes, training, policy, profession, and work place) identified as barriers to 
the early childhood industry (Ferguson, 2006). In efforts to narrow my research focus, the social 
attitude challenge seems to affect me the most because of my past childcare proprietor’s 
experiences with early care and education agencies, organizations, and committees. Knowing 
this as the researcher, I recognized the influence of my subjectivity and relationship to this study. 
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My responsibility was to look objectively at the data and allow it to speak. An in-depth analysis 
of the documentations unfolded interactions with the local school system and the proprietors, 
provided explanations in the participants’ own words of their relationships, and revealed 
attributes and concerns pertinent to the prekindergarten partnerships. For the benefit of young 
children, my expectations were met to provide information that may strengthen developing 
community childcare proprietary’s state-funded academic prekindergarten program partnerships 
for 4-year-olds with local school systems.  
Rationale for the Case Study 
The case study allowed me to describe, understand, and explain the origin of the 
participants’ perceptions from their views. A case study is one of 5 traditional qualitative 
research designs (biography, phenomenology, grounded theory, and ethnography are the other 
4). One major tenet of a case study says the researchers’ purpose involves close examination of 
specific issues, problems, or programs and lessons learned, making the case study design 
befitting to situate my research because it can lead to unique or undisclosed understandings of 
the prekindergarten and childcare proprietors’ relationships (Creswell, 1998; deMarrias & Lapan, 
2004; Merriam, 1998). A case study searches for details and avoids generalizations. Lincoln and 
Guba (1985) claim that case studies seek to answer focused questions by producing in-depth 
descriptions and interpretations over a relatively short period of time, perhaps a few weeks to a 
year, making a case study “Quite demanding, requiring reflective and very focused research 
efforts” (deMarrias & Lapan, 2004, p. 225).  
For example, this present case study was conducted over a 16 week period. Careful 
timelines and protocol were developed to help ensure focus and rigor. Creswell (1998), notes a 
“Case study is an exploration of a ‘bounded system’ or a case (or multiple cases) over time 
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through detailed, in-depth data collection involving multiple sources of information rich in 
context.” (p. 61) I established earlier that the childcare proprietors’ perceptions and academic 
prekindergarten partnerships experiences are the case; this case is a “bounded system,” bounded 
by time (16 weeks) and place (a local mid-southern school system). The unit of analysis is 
defined as where the researchers get the data for the case study (deMarrias & Lapan 2004). The 
participants became the unit of analysis. I implored extensive multiple sources (interviews, 
image elicitations, and document analysis) and constructed a relevant depiction of their 
perceptions.  deMarrias and Lapan (2004) write: 
A major strength of case studies is the opportunity to use many different sources of data 
(Interviews, observations, field notes, and documents). The use of multiple methods and 
multiple sources as forms of triangulation makes case study finding not only more 
comprehensive but also more complicated, because so many perspectives are represented. 
(p. 228) 
Researchers look at each case uniquely to unfold new and unusual interactions, events, 
explanations, and interpretations. Case studies are used to provide information for decision 
making or to discover causal links in settings where cause-and-effect relationships are 
complicated and not readily known (Yin, 1994), such as state-funded academic prekindergarten 
partnerships among childcare proprietors. The goal of case study research was to discover the 
exceptionalities not the generalizations revealed through data gathered. The told childcare 
proprietors’ experiences helped contextualize their culture in the childcare industry. “Case study 
research ordinarily leaves the determination of meaning and worth to the consumer or audience 
who may construct their own naturalistic generalizations by drawing on the information in the 




This research was an interpretivism case study of 4 childcare providers’ perceptions of 
their academic prekindergarten partnerships with a mid-southern urban school district in the 
United States. In this section, I discussed my research design by situating the use of the 
participant selection criteria, gaining access, performing data collection, and data analysis. 
Through this mode of inquiry, I talked to persons mainly through conversations in the form of 
interviews. By seeing the world through their perspectives, I recognized they shared constructed 
stories relevant to the early care and education cultural domain. 
Gaining access. Since the childcare proprietor partners were not employees of the local 
school system, I contacted providers directly from the school district’s public website academic 
prekindergarten program partnership listing and obtained personal permission to interview 4 of 
them.  I contacted each potential participant by telephone. I used the following telephone script: 
Introduction phone script. “Hello, my name is Eunice Harris. I am a doctorate student 
at the University of Memphis, conducting a research study on childcare proprietors and their 
prekindergarten partners. The purpose of my call is to request your permission to participate in 
my research case study. (Name) XXXX, may I ask you a few questions for this research? 
(If given permission to proceed, I will ask the qualifying questions.)  
-Are you are childcare proprietor? 
-Are you a prekindergarten partner with the public school district? If so, how long? 
-Does your childcare facility have a 3-star rating? Accreditation? 
-Do you hold a college degree? 
-Would you be interested in participating in the case study? 
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(I continued down the prekindergarten partnership listing until I identified 4 providers whose 
responses were “yes” to all qualifying questions. Then, I requested and scheduled the initial on-
site interview.) 
After my introduction, I explained the purpose for my research interest, definitions of 
terms, and the participants’ involvement in the case study. I offered answers to any questions. 
The participants are adults who appeared to understand the nature of the consent form and their 
participation. Next, I established an appointment for the first face-to-face interview at their 
childcare facilities and obtained written consent forms. I scheduled approximately 60 minutes to 
complete the initial interviews. After explaining the nature of my qualitative study and how they 
were selected, I requested that they complete an individual informed consent form (see Consent 
Form in Appendix 2) on the basis that they understood their participation was voluntary. I 
ensured the participation as adults; there was no deception on my part. I explained and confirmed 
through them that what I wrote is accurately depicting their perspectives. I reinforced that their 
confidentiality and identity would remain anonymous, and pseudonyms were used when 
referring to their experiences. 
Selection of participants. I used purpose sampling strategy for this case study. Each 
participant was involved in an academic prekindergarten partnership with the local school 
district. I determined community childcare proprietors or owners from the partners’ listing.  I 
understand the participants are the essence of my research (Creswell, 1998). For this critical 
reason, I intentionally established this strategy to gain participants who could provide answers to 
my guiding questions in the selection process. The purpose sampling allowed me to seek 
participants who substantively lent themselves to address how childcare proprietors are seriously 
affected by prekindergarten expansions and what their perceptions are for my case study. I based 
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selections on a tri-fold criterion. I considered childcare proprietors who: have partnered with the 
local school district at least two years; operated a highly qualified childcare facility according to 
the National Accreditation for the Education of Young Children’s accreditation standards or the 
state Department of Human Services’ state rating for high quality programs and held a college 
degree (the degree does not have to be in Early Childhood Education). Bloome (2003) identifies 
childcare proprietors with college degrees generally opt to follow national and or state standards 
for young children. Table 3 shows the selection criteria for childcare proprietors in this research 
study. 
 
Table 3:  
Childcare Proprietors’ Selection Criteria 
Criteria Emma Carmen Victoria Gloria 
Partners with the local school district for 
a minimum of two years. 
X X X X 
Operates a highly qualified childcare 
facility according to the state department 
of human services’ state rating for high 
quality programs and/ or the National 
Accreditation for the Education of 
Young Children accreditation standards. 
X X X X 
Holds a college degree graduate (the 
degree does not have to be in Early 
Childhood Education- ECE) 




Childcare proprietors were chosen opposed to hired directors who are employees for a childcare 
employer. From the perspective of this case study, the childcare proprietor may better provide 
the data needed for the purpose of this research to identify what areas are working and what 
areas need improvement since the impacts of the state-funded academic prekindergarten 
programs directly affect their livelihood, business, and decision making.  
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     It was essential for me that I select participants who offered the most information about 
the academic prekindergarten program partnerships with childcare providers. The chosen 
participants possessed a scope of experiences spanning a wider timeframe of 4 to 5 years as 
prekindergarten partners. They revealed a historical perspective that compared and contrasted the 
progression of their prekindergarten partnerships. As a result, these childcare proprietors’ 
qualifications provided rich experiences between a state-funded academic prekindergarten 
program and childcare proprietors’ partnerships. (Please note the facility’s capacity was not a 
selection criterion for this particular case study although it may be a variable for another research 
focus). Furthermore, permission to conduct this research was granted by the Institutional Review 
Board (IRB) of the University and participants voluntarily agreed to participate (see Appendix 
2).  
Ethical considerations. It was my responsibility to keep the participants’ anonymity. 
The ethics of right and wrong direct our choices and pursuits make up the moral code and define 
the best way to gain good ends (Deigh, 1995; deMarrias & Lapan, 2004). Ethical issues to 
conceal identity usually occur in the data collection procedures. From this prospective, I 
protected the school district and participants’ identities by using pseudonyms when referring to 
them as: Carmen, Victoria, Emma, and Gloria. I assigned ABC School District to the school 
system. In every effort to maintain confidentiality at all times, all data collections were properly 
locked and stored. I am the sole person holding the access password into my computer files and 
the keys to the securely placed storage containers. Additionally, the pseudonyms were not 
associated with any depictions of the participants; only I know true identifications. As a social 




 1.) What are my duties toward the participants?  
 2.) What is the right action to take when reporting their experiences?  
I understood as the researcher, I must state the purpose without deceptions. I had the obligation 
to respect the participants as rational, autonomous people regardless of whether their values 
conflicted with my personal perspective (Jacobs, 1980). Creswell (1998) cites, “Thomas 
Jefferson’s call to respect each other’s life, liberty, and pursuit of happiness,” (p. 17).  Therefore, 
I had the moral responsibility to protect identity and to present only the information for which 
they had given consent. 
Research sites. This research took place at the participants’ childcare facilities. The 
purpose was two-fold; I observed the participants in their natural settings and eased discomforts 
of the interview process to establish rapport (Creswell, 1998; Merriam, 1988). Including 
descriptions from the research sites reinforce the importance of using available contextual 
materials to describe the setting for the case (Asussen & Creswell, 1995). I arrived early to sites 
in order to observe from the outside, and to collect or browse through relevant artifacts (centers’ 
newsletters, brochures, verifying documents on accreditation and 3-star ratings, etc.) that were 
readily available for public viewing. In my findings chapter, I did not include a description of the 
individual facilities to protect confidentiality.  
Data Collection Procedures 
      Collection of data was the backbone of this case study. I collected data through 
interviews, image elicitations, and document analysis to get at what the 4 proprietors want to 
actually reveal (Creswell, 1998). In efforts to gain a broader perspective of the participants’ 
point-of-views, the data collection procedures answered the how and why of the guiding research 
questions. The collection of data provided a way for me to describe and portray the childcare 
59 
 
owners’ perceptions of their prekindergarten partnerships with the local school system. In 
seeking credence, Stake proposes researchers use several triangulation protocols described by 
Denzin (2003): data source, investigator, theory, and methodological. For my purpose, I used the 
methodological triangulation that requires multiple methods to confirm or disallow the view of 
one construct from different independent perspectives, as Stake presents from Campbell and 
Fiske (1959). 
Triangulation: Interviews, Image Elicitations, and Document Analysis 
       In my research, I obtained triangular (interviews, image elicitations, and document 
analysis) interpretations of the childcare proprietors’ perceptions to help connect the readers to 
what is going on in the research in a meaningfully way (Wolcott, 1994b) and help to confirm or 
disconfirm data (Stake, 1995). This way, I drew on several combinations to gain a deeper 
understanding of this study versus using only one strategy (Wolcott, 2001). Through these 3 data 
sources, I conducted 3 interviews per participant: an initial, image elicitations, and follow-up 
member checks, as needed. I unfold the participants’ rich experiences as told from their 
viewpoints without any interpretation or prejudgment from me as the researcher by using 
triangular data. 
       I presented a substantial body of uncontestable description through multiple data sources 
that deliberately report only the relevant data and claims (Stake, 1995) with extensive 
verifications by the childcare proprietors. Data documentation procedures provided feedback to 
ensure the case study is accurate.  The aim was to get the information right and represent it 
correctly in such a way that anyone observing the same situations can observe very similar 
results. Creswell (1998) reiterates Stakes’ suggestion that “dubious and contested description” 
requires confirmation through triangulation. Other data situations that involved extra effort 
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toward confirmation included data critical to an assertion or key interpretations. On the other 
hand, uncontestable description or author’s persuasions need little effort toward confirmation. 
For example, I follow up findings with participants during several member checks and peer 
debriefers to proofread and dialogue about data findings to ensure that I present the data 
according to the participants’ viewpoints, as suggested by Stake (1995).  
Data collection: Interviews. The interviews with Carmen, Victoria, Emma, and Gloria 
explored their point-of-views of the academic prekindergarten partnerships to answer the two 
guiding research questions. deMarrais and Lapan (2004) defined, “An interview is a process in 
which a researcher and participant engage in a conversation focused on questions related to a 
research study.” Lichtman (2006) suggested 4 types of interviews: Structured, Semi-
Structured/Guided, In-depth, and Casual/Unplanned. Since this case study derives from an 
interpretivist framework, interviews supplied this epistemology and grounded the study. In other 
words, the participants’ responses during the interactions of interviews and image elicitations 
built the foundation of my research. I conducted 12 in-depth interviews, 3 per participant. I 
scheduled convenient times to meet participants in a location that was natural and familiar to 
them. Neither provider objected to conducting the semi-structured interviews at their individual 
childcare facilities. I used the open-ended question interview protocol (see Interview Protocol 
Appendix 3) as a scaffold to guide the initial direction of the informal conversations as I 
investigated the prekindergarten partnership culture from proprietors’ perspectives (Crotty, 2005; 
deMarrais & Lapan, 2004). The semi-structured or guided interviews allow for variation by each 
participant while using a general set of questions to get started. In-depth interviews involve 
unstructured interviewing techniques (Lichtman, 2006; McCracken, 1988). In interview round 
one, I lay foundations for building positive relationships. Also in round 1, I asked participants to 
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identify an image that described their view of the academic prekindergarten partnership. Before 
round 2 sessions, I located images pertinent to those descriptions:  business/ merger (Victoria), 
big brother (Carmen), community/neighborhood (Emma) and marriage, (Gloria) for them to 
share their understandings. During the second interviews, I showed these images and asked each 
to interpret their view point. In interview round 3, I verified findings with member checks.   
 I established rapport by easing into natural flows of conversations to freely engage with 
respect to the relevant research questions (Lichtman, 2006). I orchestrated the interviews in the 
allotted time agreed. I would use the different types of interview questions at some point during 
my interviews as qualitative researchers suggest. Lichtman (2006) provides in the Interviewing 
Techniques below: 
  Types of Interview Questions.  
1.) Grand Tour- Used as story starters. Examples were:  
 Tell me of the time you first received acknowledge of your prekindergarten 
partnership with the local school system;  
 Tell me about a time you voiced your suggestions during partnership meetings; or 
 Can you think of a time when you made suggestions to the local school system 
about areas of concerns, and what were some of their responses?  
2.) Specific Examples- Participants’ relevant responds were personal and concrete to 
their experiences. 
3.) Comparison/Contrast- Gave insight into the proprietors thinking about current and 
past situations and provide meaningful frameworks. 
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4.) New Elements/Topics- Introduced cautiously as not to lead the participants but to 
redirect by using transition statements such as “why” and “how” questions and 
allowed the proprietors to complete with answers to stay focused on the purpose 
of the study. 
5 Major Interview Components 
1.)  Advanced Planning- Identified and listed at least 5 guideline topic areas to be 
covered. 
2.) The Opening- Provided preliminary information such as purpose of the 
interviews, how confidentiality would be protected, and how the information 
would be used in my study. 
3.) Getting Started- Developed rapport with “chitchat” to make the proprietors feel 
comfortable. 
4.) Body of the Interview- Used my semi-structured guideline questions to transition 
into the interviews smoothly. I concentrated on listening and making quick notes. 
5.) The End of the Interview- I stayed aware of time. Asked the proprietors if they 
had questions for me. Then thanked them for allowing me this opportunity. 
Afterwards, I labeled the cassette tapes and securely stored materials in a locked 
storage. I jotted my own thoughts and reminders for future member checks that 
were unanswered, if any (pp. 120-121). 
Furthermore, deMarrais and Lapan (2004) listed 5 preventions that created barriers to interview 
responses. They cautioned interviewers to avoid asking questions that were: too long, close-
ended (yes/no responses), vague, based on their personal assumptions or that failed to recognize 
63 
 
the participants wanted to reveal additional information. I used these suggested interview 
techniques (Crotty, 2005; Lichtman, 2006; McCracken, 1988) to set the criteria for quality 
responses from the interviewees. Getting participants to tell their stories required setting 
foundations of trust from the beginning. That was why even the tone of the first telephone 
contacts, when scheduling initial interviews, affected the building of positive communications. 
My goal was to build these relationships skillfully and carefully to alleviate the possibility of 
mistrust and skepticism.  
Nonetheless, once the interviews were underway, I employed an active listening ear and 
only spoke when it was necessary to follow up on the responses from the participants as they told 
their stories in an informant matter. If the answers strayed far from the questions, I interjected 
comments using key words from jotted notes in the margins to refocus the conversation. The 
redirection came from statements the participants shared earlier, or I asked a relevant question 
about something they said. Also doing the interviews, immediate member checks or 
interpretations of the interviews occurred doing the course of the dialogues. I practiced effective 
clarifying question techniques to solicit the intended meaning of important aspects as they arose 
in the conversations oppose to contacting later to verify as Stake (1995) suggested, gaining 
greater chances of getting the information right the first time. I recognized there must be a 
delicate balance to know when to ask clarifying questions and when not to interrupt causing me 
to skillfully remain connected to the dialogue. I made notes, to indicate pauses, facial 
expressions, and gestures, physical reactions to questions, comments, or impromptu remarks. In 
order not to interrupt the participants’ conversations, I waited and probed when appropriate, then 
recapped the interviews by asking them to elucidate on questions that I made in the margins that 
may have developed from their responses during the interviews. At the end of the interviews, I 
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informed the participants what to expect next and answered any questions they had before 
concluding the interviews. For example, after the first interview in preparation for the second 
one, I asked each proprietor, “What image or picture comes to your mind to describe a quality 
prekindergarten partnership?” Then, before leaving each interview, I scheduled the next 
interviews.  
Data collection: Image/Photo elicitations. Image elicitation was a powerful visual 
alternative method of knowing or obtaining information and lent itself to a more natural and 
participant-driven type of data collection using stimuli such as photo, object, video, and lyric 
(Denzin & Lincoln, 2003 & Lichtman, 2006). “I see images enhancing and embellishing and 
making alive the words we use to write our thoughts,” (Lichtman, 2006, p. 149). For the purpose 
of this research study, I used image or photo elicitations; the terms were used interchangeably. 
As previously stated, during the first interview I asked what pictures they believed portray 
prekindergarten partnerships. Based on their responses of what partnerships remind them of, I 
searched websites, magazines, journals, picture cards, books, and other visual texts for images 
relevant to each childcare proprietor’s choice of specific images and brought them to the second 
interviews.  
 At the second interviews, I sought to evoke richer insights of prekindergarten 
partnerships from each participant’s perspective by using pictures pertinent to their previously 
suggested description of what a partnership means to them. The participants drove the dialogues 
by using the presented photos to share personal and meaningful ways these stimuli relate to their 
everyday experiences in the partnerships with the local school district. The photo elicitations 
brought forth what interviews did not otherwise captured (Bhattacharya, 2007).  
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 Denzin and Lincoln (2003) prescribed 4 approaches, but these 4 did not exhaust the 
potential usage of images or photos in the research process. The images elicitations: 
1) Described rather than ask served as a kind of “Rorschach” Test;  
2) Ignited great opportunities to express difficult concepts such as “perception”;  
3) Provided an avenue/technique to understand the experiences of the participants; and 
4) Explained and defined early care and educational cultural definitions according to the    
participants’ views. 
As the researcher, I was mindful that preconceived concepts may influence what the 
participants tend to see in the images whether or not they were there (Wettlaufer, 2003). This 
problem stemmed from the fact that humans were unable to understand new information, without 
resorting to their prior knowledge. Collier (1967) stated the image elicitations function as a kind 
of “cultural Rorschach” test or diagnostic tool. Rorschach, a clinical personality test using ink 
blots to describe images, was developed by Swiss psychiatrist Hermann Rorschach in 1921 
(Rorschach, 2011). While Merleau-Ponty et al. (2002) reminded us that a persons’ knowledge 
creates their realities as much as the truth because the human mind can only contemplate that to 
which it has been exposed. When objects were viewed without understanding, the mind tried to 
reach for something that it already recognized, in order to process what it is viewing. Therefore, 
what most closely related to the unfamiliar from our past experiences, made up what we saw 
when we looked at things we did not understand. Keeping this in mind, I recognized image 
elicitations served as catalysts to extract information beyond interviews and may be influenced 
by the proprietors’ individual partnership experiences, which were the essence of showing the 
images. Photos elicitations evoked descriptions versus me asking specific questions while 
attempting to explore the cultural meanings from the proprietors’ perspectives of the 
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prekindergarten partnerships. The images bridged an understanding between the proprietors’ and 
me as the researcher of their prekindergarten partnerships since they supplied the meanings and 
aided my understanding of what they called academic partnerships. 
The choice of partnership images varied according to the proprietors’ partnership 
experiences, reflections, and memories. The significance of the childcare providers identifying 
the images versus my selections brought me closer to exploring how Victoria, Emma, Carmen,  
and Gloria (pseudonyms) interpreted their prekindergarten partnerships with the local school 
system. I understood that while the proprietors were providing their interpretations, I was 
actually crafting and designing the representation to reveal a particular point of view. Essentially, 
the photo elicitations revealed a crucial point: the community childcare proprietors were the 
cultural insiders who reflected upon the larger cultural understanding of prekindergarten 
partnerships with their local school district (Denzin & Lincoln, 2003). “Visual images are central 
to our culture and our communication. They provided another avenue of meaning,” (Lichtman, 
2006, p. 149).  
Data collection: Documents. As a data collection strategy, I decided in advance which 
archival documents and records were useful to transform into present products to confirm the 4 
childcare proprietors were knowledgeable experts in their academic prekindergarten partnerships 
with the local school district; yet mindful additional documents may become helpful in my 
research (Stake, 1995). I used the same criteria, documents and records from the participants’ 
selection process for data collection. I requested and reviewed the following: academic 
prekindergarten partnership acceptance letters (records), childcare state licenses, 3-Star Quality 
Ratings and/ or accreditation certificates, and college degrees (records). See archival document 
checklist in Table 4 below: 
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Table 4:  
Archival Document Checklist 
Documents & Records Emma Carmen Victoria Gloria 
Academic prekindergarten partnership 
acceptance letter with the local school 
district (record)  
 
X X X X 
Childcare state license with the 
Department of Human Services 
 
X X X X 
3 Star Quality Rating and/ or the 
National Accreditation for the Education 
of Young Children accreditation 
program certification 
 
X X X X 
College degree (record) 
 
X X X X 
 
These documents and records served as substitutes for records of activities that I as the 
researcher did not observe directly (Stake, 1995). These qualifying documents reinforced and 
aided in contextualizing the childcare proprietors’ partnership perceptions within their early care 
and education cultural domain. Value and rigor were added by using written documents and texts 
to this research because they endured time and gave historical insight (Lincoln & Guba, 1985).  
             Lincoln and Guba (1985) noted there was a distinction between documents and records. 
These researchers suggested documents were prepared for personal rather than official purposes 
and were easier to obtain with little or no restrictions by law; whereas, records usually had legal 
restrictions to protect confidentiality, privacy, and identity. With the exception of the proprietors’ 
college degrees and acceptance letters (records), I readily had access to the requested documents 
(state licenses and program certifications) since they were required to be conspicuously posted 
for public viewing in the childcare centers. The display of credentials (state licenses, 3-Star 
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Rating and/ or accreditation emblems) acted as symbols or proof of higher quality of professional 
status, which established a sense of expertise or authority and credibility in the childcare arena. 
The criterion documents offered a particular way of looking at the childcare proprietors in their 
world. The participants may be wise choices for this case study’s purpose to reveal a historical 
perspective of a mid-southern urban local school system academic prekindergarten program 
partnership with childcare proprietors based on these documents.   
             The documents, although muted activities, allowed transforming the object of study 
(proprietors) into a historically situated product, “capturing” the “other” within a familiar routine 
(Denzin & Lincoln, 2003). In other words, the archival documents supported the childcare 
proprietors’ positions of authorities in the academic prekindergarten partnerships from their 
perspectives, giving credence and meaning to their stories. Denzin and Lincoln (2003) cited two 
researchers regarding the use of documents: Ricoeur (1971) offered documents were only what 
they were—a form of artifact produced under certain material conditions; and Derrida (1978) 
cautions researchers to be aware that, 
              Meaning does not reside in a text but in the writing and reading of it. As the text is 
              reread in different contexts it is given new meanings, often contradictory and always 
              socially embedded. Thus there is no “original” or “true” meaning of a text outside  
              specific historical contexts. (p. 156)  
  Member checks and verifications. As deemed necessary, I followed up with several 
member check conversations throughout the data collection process. Member check was deemed 
the most critical technique toward credibility and simply following up with the participants 
frequently to make certain the shared information is presented accurately (Creswell, 1998). 
Member checks occurred during actual interviews as well as by telephone or return site visits. 
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During initial interviews, I listened attentively and appropriately implored clarifying member 
checks with the proprietors as we went along when their comments feasibly allowed me to do so 
without interrupting their flow of conversations.  Additional member checks occurred when I 
sought the participants’ input on rough drafts where I recorded their actual words or actions and 
asked them to clarify and verify their stories. At this time the participants offered alternative 
language or interpretation (Stake, 1995). Because I assumed responsibility for the consequences 
of the measures or sources for accuracy purposes and hold this case study to high standards, I 
gained verification that was accountable from rich descriptions in triangulation of data and 
derived from a closeness developed with the participants to add value to the study (Creswell, 
1998).  
Stake (1995) expressed case study should be held to high standards to assure 
consequential validity. Although validity is a term usually found in quantitative research, Stake 
(1995) saw no reason not to ensure accountability in qualitative case studies with validity. 
Contrarily, Wolcott (1994) says validity does not adequately relate the essence of what he seeks, 
which is to understand by pursuing plausible interpretations from the critical elements. Wolcott 
suggested the term understanding, voices his goal to understand rather than to convince readers. 
Overall, ethical obligations compelled me as the researcher to continually seek reduction of 
misrepresentations or misunderstandings of the participants’ data. 
Peer debriefers. Creswell (1998) indicated peer review or debriefing provided an external 
check of the research process by peers or colleagues who help to preserve my honesty as the 
researcher through rigorous and difficult questions about the study’s methods, meanings, and 
interpretations; and listen sensitively to my feelings about the study as well. Creswell defined by 
Lincoln and Guba (1985) that the peer debriefers served as devil’s advocates.  In this research, 
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colleague peer reviewers or peer debriefings were used synonymously. These colleague peers 
reflected an understanding of methodology and topic for academic rigor and are familiar with 
qualitative inquiry to proofread data (Bhattacharya 2007). Through bracketing, prejudgments of 
experiences, the peer reviewers’ reviews and discussions of my data collections further reduced 
any possible prejudgments I had indirectly incorporated that may have influenced the 
participants’ interviews or image elicitations, and permitted me to rely on intuition imagination, 
and universal structures to obtain a picture of the proprietors’ experiences with the public system 
district (Creswell, 1998; Moustakas, 1994; Stewart & Mickunas, 1990). Collegial peers and 
advisory members’ feedback added rigor and made the case study credible. Knowledgeable 
collegial reviewers were especially helpful in identifying repetitions that I no longer was able to 
recognize since I am very closely involved in the newly established researcher participant 
relationships (Wolcott, 2001).  
Data Analysis and Data Management  
    After I collected all data, the next step was to do data analysis. Data analysis was an 
arduous sorting procedure (Wolcott, 1994b); and Patton (1990) concurs, “The data generated by 
qualitative methods are voluminous.” (p. 292) I completed in-depth data analysis of documents 
to answer the “how” of this case study.  
 In my first steps of data reduction, I reread all documentation in its entirety to regain a 
comprehensive overview of the information gathered (Agar, 1980; Tesch, 1990; Wolcott, 
1994b). I frequently returned to the guiding research questions when analyzing the compiled 
documents. I repeatedly proofread for errors and reread the interviewees’ responses on the 
transcripts. I compared and contrasted each participant’s responses to the other’s answers to the 
protocol questions to note similarities and differences. An in-depth understanding of these 
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documents offers another avenue to portray the childcare proprietors’ experiences within their 
cultural contexts (Bhattacharya, 2007). Data analysis of the interviews and image elicitations’ 
transcripts offered explanations that described and portrayed the proprietors’ perceptions of their 
academic prekindergarten partnerships with the local school district.  
Inductive analysis: Codes, categories, and themes. Metaphorically, Denzin and 
Lincoln (2003) described coding as the heart and soul of whole-text analysis. They noted, “The 
fundamental tasks associated with coding are sampling, identifying themes, building codebooks, 
marking texts, constructing models (relationships among codes), and testing them against 
empirical data,” (p. 274). When coding, I proposed to implement techniques of several authors. 
Writing initial codes in the margin while reading established word frequency patterns and helped 
to create a preliminary short code list (Creswell, 1998) of fewer than 15 words. These code 
words summarized text segments and eventually were shortened for usage in the final 
representation. Strauss and Corbin (1990) suggested two of the most effective tools that a 
researcher used to assist with opening codes were: 1) using the words of the participants in the 
study, “in vivo codes,” 2) writing notes or memos to analyze thoughts about the data.  
I used visuals such as charts and graphs to make sense of the codes and maintain structure 
(Glesne & Peshkin, 1992; Stakes, 1995). Denzin and Lincoln (2003, p. 785) suggested, “Tables 
can be used to organize and display raw text or can be used to summarize qualitative data along 
multiple dimensions (rows and columns). The cells can be filled with verbatim quotes, summary 
statements, or symbols.” I assigned initial codes to the most appropriate category. Lichtman 
(2006) associated the term “concepts” with the term themes. I incorporated the 3 C’s of analysis 




1.) Initial coding- from responses to some type of central idea. 
2.) Revisiting initial coding. 
3.) Developing an initial list of categories or central ideas. 
4.) Modifying my initial list based on additional rereading. 
5.) Revisiting my categories and subcategories. 
6.) Moving from categories into concepts/themes. 
 
Table 5:  
Codes to Categories 




Data analysis: Categorizations. I reread the codes for patterns and assigned categories 
as major organizing concepts (Creswell, 1998). I clustered codes into lists and identified their 
relationships to determine categories (Bernard, 1994). I narrowed the categories by combining 
identified concepts (Lichtman, 2006). I generated the categories into two major themes 
(Creswell, 1998). The findings depicted the themes to answer the research questions. I used the 
themes as thesis sentences and the minor categories as the “so what” conclusion sentences. “So 




Visual displays are an important part of qualitative analysis. Selecting key quotes, 
exemplars, building matrices or forms, and laying theories out in the form of flowcharts 
or maps are all potent ways to communicate ideas visually to others. A widely used 
method for describing themes is the presentation of direct quotes from respondents-
quotes that lead the reader to understand quickly what it may have taken the researcher 
months or years to figure out. The researcher chooses segments of text-verbatim quotes 
from respondents as exemplars of concepts, of theories, and of negative cases (p. 784).  
By careful analysis of the data, I designed Table 6 below for the common themes that developed 
from the categories. 
 
Table 6:  
Categories to Themes  
Themes from Research Question One Themes from Research Question Two 
1.) A Good Match 1.) Service with a Smile or Not  
2.) Excitement Turned to Disillusion 2.) Lifting up or Leave Hanging 
3.) A Different Kinda Ball Game,  3.) Closely Knit or Loosely Wove 
4.) A Needed Seal of Approval 4.) With This Vow: I Want to Be Here 




My goal of data analysis was to develop common themes or concepts from the categories 
obtained from a manageable number of codes arrived at by careful reading of the interview and 




Data Management: Data inventory timeline. I disciplined my study on a 16 week 
timeline (Appendix 1). In week 1, I examined the school district’s community prekindergarten 
partnership listing and identified the ones who met the purposeful sampling criteria. Using the 
telephone script, I contacted selected participants and scheduled interview rounds #1. I 
conducted interviews over weeks 1 through 9. In preparation, I carried a small hand-held tape 
recorder, recording cassettes, extra batteries, notepads, pens/pencils, interview protocol copies ( 
Appendix 3), and  consent forms (Appendix 2) for first visits. In first interviews, participants 
voluntarily signed consent forms. Interviews averaged between 1 to 2 hours. I clarified most 
information by member checks as they occurred. I followed up with interviewees as necessary, 
furthering trustworthiness. I transcribed interviews after each meeting. I transcribed weeks: 2, 8, 
and 10 making notes and clarified discrepancies during member checks later. I transcribed on my 
personal Microsoft software program files and used the American Psychological Association 
(APA) format with backups saved on personal flash drives. I printed the transcripts to proofread 
and to have access to a hard copy. I secured all data collections confidentially where I only had 
access via password and keys. I conducted data analysis of documents collected and debriefed 
with collegial peers in weeks 3 and 12. I designated weeks 6 and 13 in the timeline to meet with 
advisory committee, although I met as necessary. By week 9, I conducted member check 
interviews, as needed. At the end of week 10, I completed all transcriptions. I sorted data 
documents in weeks 3, 7 and 9 and analyzed transcripts from weeks 2, 8, 10 and 11 along with 
other data documents (verification of prekindergarten partnership agreements, center’s 
handbooks, accreditation certificates and/ or Department of Human Services’ quality program 
rating scores). To wrap up the research, I performed additional member checks and debriefed 
peer colleagues. I identified codes, combined them into categories and themes through inductive 
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analysis and explained findings in Chapter 4. I discussed findings and implications in Chapter 5. 
In week 13, I developed the findings into individual vignettes to depict the proprietors’ 
perceptions. In week 14, I submitted a draft for feedback. I made additional corrections in week 
15 and defended final submission in week 16.  
Data Transformation and Representation 
      After the extensive process of data collection and analysis, I transformed the analyzed 
data into a representation, a closing vignette (Creswell, 1998).  Furthermore, a systematic 
analysis of the collected data and interpretation of the findings, allowed me to answer the big 
question, “So what?” and explain the point of my qualitative case study (Bhattacharya, 2007; 
Lichtman, 2006). I transformed the data into a believable narrative or the story that depicts the 
childcare proprietors’ experiences in such a persuasive matter that the readers feel as though they 
“are there,” verisimilitude,  in the natural settings. The proprietors’ interviews were my primary 
sources of the information, and their experiences fed the transformation and representation 
essential to the responses of my two research questions. 
The representations were like architectural designs constructed from the research findings 
since there was no regular format for reporting case study research (Merriam, 1988; Strauss & 
Corbin, 1990). Following the advice of Stakes (1995), as I wrote, I asked myself repeatedly, 
“Am I telling their stories right and fair?” I want their information to be as accurate as possible. I 
used the chosen themes from the data analysis to portray the “voice” of the participants’ 
perspectives in the case study. I shared the academic prekindergarten partnership experiences 
using the childcare proprietors’ actual words or in vivo code, when feasible in the closing 
vignette representation (Strauss & Corbin, 1990). Just as I opened with a vignette, I closed with a 
vignette to allow the readers to realize these are participants’ voices. Creswell (1998) states a 
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closing vignette, “reminds the reader that this report is one person’s encounter with a complex 
case.” (p. 187) 
Academic Rigor and Trustworthiness 
      I rigorously used the previously stated triangulation methods of multiple data sources 
(interviews, image elicitations, and document analysis), several peer debriefers, and member 
checks to obtain credence. The participants verified information through critical member checks. 
Sharing with participants this way minimized the bracketing from the researcher (Creswell, 
1998).  I rechecked for frequency and omissions and checked the data against itself several 
times. Furthermore, I provided substantial descriptions of the childcare proprietors’ perceptions 
and deepened understanding to the current early childhood education related literature. 
 In summary of this chapter, I presented the methodology that informed this research 
study. I explained how I used the interpretivism theoretical framework to analyze data from my 
research. In Chapter 4, I presented the findings from the childcare providers’ viewpoints. Finally, 
I designed a representation of the findings as themes in a closing vignette in Chapter 5. 
Chapter Summary 
 In Chapter 3, I presented this research study as a qualitative case study of 4 childcare 
proprietors’ perceptions of their academic prekindergarten partnerships with a mid-southern local 
school district. I also discussed the methods of data collection (interviews, image/photo 
elicitations, and document analysis). I used the interpretivist approach to situate this research as a 
study that provided insight into the early care and educational arena as it related to local school 





Chapter 4: Findings 
       I divided Chapter 4 into two sections and used findings from the interviews, image 
elicitations, and document analysis data to answer my two research questions.  After a thorough 
inductive analysis, I organized codes into modified categories from the data.  Data revealed the 
themes that evolved for each section. In Section 1, I used findings as vignettes to introduce the 4 
participants and to tell how they described participation individually. Then I compiled their 
views for the fifth theme. The 5 themes connected answers to research question 1: How do 4 
early childcare providers describe their participation as community partners with a public 
school system’s state-funded academic 4-year-old prekindergarten program? In Section 2, I 
presented findings of how the providers’ perceptions portrayed the partnerships, which answered 
research question 2. In section 1, the 5 themes were:  
1.) A Good Match,  
2.) Excitement Turned to Disillusion,  
3.) A Different Kinda Ball Game,  
4.) A Needed Seal of Approval, and 
5.) Fighting a Losing Battle 
Providers’ Partnership Descriptions 
I used unedited interview excerpts to describe and give voice to 4 original partners’ 
experiences. The findings described the participants’ point of view as seen through their eyes. I 
used “in vivo codes” or their words from interviews to contextualize data descriptions of their 
academic prekindergarten partnerships with a local mid-southern school district (Strauss & 
Corbin, 1990). These background snapshots strengthen readers’ understanding of the providers’ 
outlook that already operated highly qualified facilities and revealed their understandings. As 
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cultural insiders, who can better convey the effects of their participation than they? I used the 
pseudonym ABC School District to protect the local educational agency’s identity. The findings 
add a different perspective to current academic prekindergarten literature. Below, Table 7 
showed the 5 themes from Section 1.  
Table 7  
Section 1 Themes 
Providers: Descriptions: 
Victoria A Good Match   
Carmen Excitement Turned to Disillusion 
Emma A Different Kinda Ball Game 
Gloria A Needed Seal of Approval 
Compilation from Providers Fighting A Losing Battle 
 
A Good Match  
“We thought it would be a good match for our agency. I think there's always room for 
improvement but I think it's been a win-win situation on both ends.” By Victoria 
 
Meet Victoria. Proprietor Victoria, a 45-year old formerly of corporate America, 
described her partnership as a “good match” for her 20-year conglomerate operation, which 
includes other governmental programs and private paying clientele for 6 week olds to 12 year 
olds. “Not only do we do infant and toddler care, we do our pre-k, the pre-k partnership, and then 
the Head Start services,” she explained. In giving a background of how her decision to 
participate began, “We were in since the inception, which was like 2005; it’s been about 6 years.” 
Victoria, the executive director of this 501c3 organization admitted the recommendations from 




I believe that we met the qualifications and thought it would be a good match for our agency. 
Initially, we had done the 3-year pilot program with the Department of Education and it was very 
similar to this program. I am the Executive Director. We are a 501c3 nonprofit organization and 
have been in existence since 1990 and we celebrated 20 years this year. We are National 
Association for the Educating of Young Children (NAEYC) accredited. We have about 210 
children even though we are licensed for more than that. We meet the child to adult ratios on a 
lower scale because of our NAYCE accreditation. We partner with XXX Head Start. We're a 
XXX agency as well as the Pre-K program. We provide childcare services for children ages 6 
weeks to 5 years old in our private program as well. So we're one of the few programs in the city 
that has such a diverse program that does that much different stuff. She has two pre-k classes 
with twenty children and 3 teachers per classroom, making the ratio a little over 1:7. This adult 
ratio maintains continuity and standards in case someone is absent.  
First, the certified teachers and the grant funds were crucial components to providing a 
higher quality in her facility’s community. The certified teachers created a professional 
atmosphere in the workplace for other staff members to follow. Other teachers wanted to invite 
that professionalism. To empower the staff’s enthusiasm to upgrade their education, Victoria 
provided reimbursement incentives to staff seeking higher education. All of these efforts caused 
her program to excel. She further explained,  
I'll say one of the strengths of the program is definitely the certified teachers, bringing 
professionalism and that level of quality increase in the program. We're able to get a 
higher level of teachers, which impacts our program because it allows us to attract a 
different type… certified teachers. The other teachers want to emulate the 
professionalism that has impacted us because that encourages them to want to go back to 
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school and increase that. We're able to offer tuition reimbursement and try to help. So 
that saves us money, um to help develop other staff…it would be a strain to try to have 
(pause) salaried, certified, degree teachers. It would be tight. That's why; again, it 
(partnership) is a benefit because we are able to attract the professional staff. That's the 
biggest… I would say that's the biggest one. You notice materials are better cared for, in 
most situations, when you have the professional staff, knowing next program year, the 
bulk of our budget is going toward those salaries (laughs). 
Victoria recognized the significance of professional staff development. Pre-K Now 
(2009) was confirmed while proprietors assisted the school districts in meeting their matching in-
kind obligations to qualify for state-funded prekindergarten programs. Their participation 
allowed an increase in professional development training and offered better pay to their staff. 
The teachers in the diverse programs at her site benefit from collaboration and shared 
professional knowledge learned from different trainings tailored to their individual programs, 
which were useful to each other’s programs. She explained, 
I'm a strong believer in empowering staff to be the best that they can be… uh, to continue 
to be educated and to grow professionally and just not settle for less. So I'm a big believer 
in uh, promoting within and without. I believe that people need to flourish; I don't think 
people need to be stifled or held back, they need to be encouraged. Even though we have 
some excellent teachers that would love to stay here forever and a day, but that wouldn't 
say a lot to me as a program person, because I want them to be developed and go on and 
do something bigger. The pre-k teachers go to the OWL training. They have training in 
the summer uh, that the ABC provides and then we do a lot of professional development 
training on our own. So if there is professional development training that they find on 
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their own that they would like to attend, then they just bring it to us and we reimburse 
them for it or pay for it on the front end, however that works. And then we do something, 
we have professionals to come in and do in-service and pre-service training as well with 
both staff. Both programs do the PD at the same time if it’s relevant. We have weekly 
staff meetings and they are joint meetings. Sometimes the information is not relevant 
'cause if it's curriculum-specific. It may not, but then they do still share ideas with us 
from time to time. Some of the ideas evolve or some of the same themes that come up 
and so they're able to share ideas with one another.  
In addition, the pre-k program enhancement: funding and curriculum for the 4-year-olds 
increased effectiveness in service delivery. Victoria expressed, 
The grant actually funds the classrooms, so we're able to provide a better service without 
paying the money out of our pocket that allows us to enhance staff benefits in other areas 
around the center. From the standpoint of the children, uh, the curriculum number one is 
certainly a benefit that provides school readiness and is so well rounded with different 
types of exposure. It's just a good sound curriculum that has a made a difference, 
preparing the children, having them ready for school and just flourish. I firmly believe 
what we implant and impart in these children's lives early on, carries throughout the rest 
of their lives. Victoria loved being able to provide an age appropriate teaching tool such 
as the OWL program.  
Victoria shared how the OWL curriculum influenced the decision to unify curricula across her 
facility. She stated, 
We've been using a different curriculum, but because of this program our goal for the 
upcoming school year is to adopt OWL curriculum for all of our prekindergarten 
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classrooms. It's kind of difficult when you have children in one program and another 
program that are the same age that are doing different things. Uh, because, for example, I 
have uh two sisters with children very close to the same ages and just for example, one of 
them was in one classroom and maybe another sister had higher level income, she was in 
another room and they all doing 3 different things (laughs). So our idea is to try to 
provide continuity across the board and um, we've been using a different curriculum uh, 
but our goal for the upcoming school year is to have, to adopt OWL curriculum for all of 
our pre-k classrooms. 
While Victoria appreciated the OWL program, she stressed the importance of effective 
communications, which would make a good curriculum a better one. Even with the excellent 
OWL curriculum, the feedback Victoria received from her certified teachers showed it could be 
better executed with supervision. She explained, 
We could use more training in the curriculum and just more training in the 
communication from the partnership. The pre-service is just one time during the year. 
Now they may have a few things during the year. The pre-k teachers have asked for more 
feedback from their supervisors. They say that they don't see the supervisors a lot and 
they want them to come. They just want more to make sure that they're doing what needs 
to be done in the appropriate manner. ABC are our partner; we want to make sure that we 
are doing it the way...It takes communication. 
Victoria identified a minor yet just as crucial area of communication, the report card. Currently 
there is division in the methods used to inform the children’s progress to their parents. She felt 
there should be a standardized report to communicate to parents.  She informed, 
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There's a 9 week report card and it's agency-specified and ABC has another. There's a 9 
week report card and it's based on individual centers… however you want to do your 
report card is fine. ABC has one report card. It would be good if it was universal as 
opposed to agency-specified. And I think because we have professional teachers that they 
do know how to, it just to me would seem that if my child was in a pre-K in XXX and 
somebody else's child is in a Pre-K in the other side of town, that it would be some type 
of uh... uniformity. 
Secondly, Victoria described how participation helped the community and 4 year olds, 
specifically. Her business was able to offer a higher quality education to the community from 
which the 4 year olds benefited in the sound curriculum at no expense to the families, and she 
shared the following, 
Yes, being a state pre-k program has a huge impact on the community at large. Parents 
want to get an education where its quality and they don't have to pay for it. It's based on 
income level. Whereas in the past if they were going to a preschool program, there would 
be a fee. So that has allowed us to attract more parents because of the level of quality of 
the education program that it brings. It has benefited those as a family because we've 
been able to attract a diverse group of families as opposed to just one income level. We're 
a little bit different because so we're able to serve those families' needs as opposed to just 
their 4-year-old child. Where, in the past some of the programs would only be able to 
serve that 3 or 4-year-old and no one else, now, if they have siblings, we're able to serve 
the entire family. That's been a huge plus for those families, they don't have to go to two 
or 3 different places. Parents feel confident we’re taking excellent care of their children.  
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Victoria emotionally explained her commitment to her parents. She took her responsibilities 
seriously, for she recognized the trust factor involved in caring for human lives. The very word 
“caregiver” signified taking ownership and providing attention to needs and even reasonable 
wants. Caring, especially for young ones was a paramount responsibility and she did not take it 
lightly. She saw it as a compliment when parents entrusted their children in the care at her 
facility. Then Victoria exclaimed,  
Children are very, very special to me. Uh, never thought I would be in the business of 
childcare. I love seeing the children grow and blossom. Parents trust their children with 
us all day. They can go to work or whatever they do, entrusting those precious lives in 
our hands; that's just the biggest thing for me. We are the caregivers of these children in 
place of their parents; that’s huge to me. It holds me and my staff accountable as 
caregivers in place of their parents. That says a whole lot; I'm getting almost emotional 
saying that! 
With that being said, Victoria takes responsibility to empower her parents as well. She said, 
We actually do things for our parents to empower them too. So, not just pick up your 
children and take 'em home, but what can we do to help you when you get home with 
your child. We ask, “What is it that we can do to help you to be a better parent as opposed 
to just saying you drop your child off as we do what we do and you do what you do and 
you come back and pick the child up?” It carries into the home. We have parent trainings, 
uh, we have parent activities and that's just, we have parent resources. So that if a parent 
needs to know, my child just won't stop crying, uh, what can I do differently? We are in a 
position to be able to help train them or offer suggested resources and uh, different types 
of things that would help them be better parents.  
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Explaining her early childhood beliefs, she said, “The words ‘traditional daycare’ meant you 
only provide childcare services and that's it; we offer integrated-type programs.”  In comparison 
later, Gloria elaborated on her preference not to use the words traditional “daycare” as well. Like 
Gloria, she too believed it belittled the professionalism of their occupation. Victoria saw her 
programs as state-of-the-art and expressed, 
As a traditional childcare, it could be that, that's all you do is childcare, because the word 
used to be daycare. So it could be that you just only provide childcare services and that's 
it. I would say we are innovative because we have a diverse program. Our family services 
department is considered uh, parent involvement and that's what the word is, to involve 
parents in the program. We have something called “Dads Getting It Done” sort of our 
male involvement initiative. We have the parents to come, we have the men to come and 
eat breakfast, and we call it maybe “Donuts with Dads.” And so we have different types 
of donuts and the dads actually sit in the classrooms with their children and if they don't 
have a dad active in the home, we ask them to have a male, it could a pastor, a brother, an 
uncle and we have to come in and read stories to the children. It's amazing when you 
come and you see men sitting on the floor reading a story or talking about football, to the 
children. One of our fathers is on our parent committee and he's very active and he's very 
helpful in getting other men involved in the program. So, if you've got a dad that's 
immature and doesn't really feel like he knows how to be a dad, he can see other dads, 
and that's role models, mentoring. And it actually carries into the household, so it's not 
just, just childcare. It's actually; I need to know what to do when I get home with my 
child, 'cause I don't know how to be a dad because I didn't have a dad.  It's very, it's 
outside the box.  
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Victoria recognized parents are the root to their children’s success. Therefore, supporting adult 
literacy and encouraging parents to complete their education empowers the entire family. She 
explained, 
Sometimes we have to start with the parents 'cause some of our parents may not have a 
high school diploma. So that's when we encourage them to get a GED and then we have 
family partnership agreements which help them solidify college and move on to enhance 
their education as well, so that their child can see that they're doing it which of course 
makes it better, a better possibility for the child to go if they see someone in the 
household doing it. Reading is another one. If we just, if one, if they can see one parent, 
one person in the household reading, more than likely that child will have the desire to 
read more. So that works, uh, it's just a lot of different things like that that we try to 
promote that carries on into the household, not just at the childcare center. 
Thinking of her working parents, Victoria used her business savvy and maximized the 
conflicting pre-k and parents’ work schedules that she faced and turned a problem into an 
opportunity. Through the lenses of goodwill for all, she looked at the larger picture and offered 
compassion. She absorbed the pre-k children into her private aftercare program to help attract 
more families. This beneficial strategy confirmed research that showed how effectively 
combining resources reduced fragmentation that occurred when these same public funded 
programs operated separately (Stebbins & Scott, 2007). This free service gives a huge plus to her 
program, she explained, 
Because of our private childcare program, we are able to provide extended hours; we just 
call it Aftercare because most of the pre-k parents work hours is not conducive to their 
work hours. So we're able to extend the services until 6 o'clock in the evening which 
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gives them time to work ... And still have time to come pick up their children.  We're able 
to provide their nutritional needs as well as their social needs uh, in the afternoons. The 
hours for Pre-K are 8:00 to 2:45pm, 180 days. We don't charge our pre-K children that 
need the service. Uh, we have been grateful that this hasn't been abused by parents who 
don't work or who go to school and get off early. They do abide by the core hours and 
then we reserve those spaces for the people who really need the service. We staggered 
hours for teachers. But for the most part, the third teacher that I mentioned, that's the 
teacher that typically works the later shift and stays with those children.  
Doing so allowed for better “wraparound” services that meet the needs of today’s working 
families (Banks, 2004) since both early child education stakeholders cater to the same family 
population. 
Findings showed Victoria’s explanation supported research that the providers brought 
their expertise to the partnership making them viable partners as alternatives to resolve some 
traditional school concerns (NCCA, 2001). Also, Bassoff et al. (2001) reinforced how the 
participants were essential in helping ABC obtain age appropriate pre-k facilities, for the public 
schools were misfit for young 4-year-olds and the childcare facilities were an asset to 
accommodate this need to relieve overcrowded school facilities.  Availability of age appropriate 
spaces in the schools’ building structures was limited, which resulted in the quest to house pre-k 
programs in community childcare centers. Findings authenticated Victoria’s perspective that 
gaining physical locations conducive to 4-year-olds was a critical component for ABC for at one 
time National Child Care Association (2001) revealed there were no resources to provide 
services such as naps, snacks, nor appropriate preschool child size toileting facilities. Also, the 
childcare settings relieved 4-year-olds from school age classroom physical environments that 
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included large structures and furnishings, removal from school age developmentally 
inappropriate rules and regulations, and curtailed long periods of time riding buses with school 
age children. Therefore, childcare proprietors offered solutions to accommodate these needs of 4 
year olds. She explained, 
Well first of all, they are able to deal with the mass numbers that we have that are un-
served. ABC does not have adequate space to serve all the children. Some of those 
facilities would require major renovations in order to become in compliance to serve 
those age groups. That's the benefit of having the community partners because we're 
already designed for that age group. That's our specialty. 
For the most part, the difference between pre-k 4-year-olds navigating themselves around larger 
facilities such as elementary schools was intimidating opposed to the childcare community 
settings where things were more appropriately sized. She acknowledged being wary of sending 
her own 4-year-old into a school setting. She confessed, her first grader would function better, 
but comparatively, the childcare would be a better fit for the younger sibling. From her 
perspective, she shared, 
A child 3 or 4-years-old going to an elementary school sometimes is scary. Because there 
are so many different age groups, there are so many different people coming in and out. I 
think the child care hours, now speaking from my standpoint, is safer. Everyone looks the 
same as far as size (laughs). There are no 6 graders or 7th graders or 8h graders. And so, 
from a safety standpoint, um, I think going to school to me is big stuff. It's for a mature...I 
have a first grader getting ready to go second grade and I am very comfortable with him 
being in a school setting with other elementary students. Yes, but not my 4-year-old. I just 
felt very comfortable with her in the child care environment with the children, a lot of 
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other children her age.  
Usually pre-k teachers are duty free during lunch in the school system, but this was not the case 
in childcare facilities. However, to be in compliance with other federally regulated aspects of her 
programs, she creatively made arrangements with staff input. She shared, 
We use cots in here and I would think the same thing would apply 'cause they have to 
have a nap. Now in our program we've done it both ways. Uh, a long time ago we did a 
general eating area. Uh, because we have other standards that we have to adhere to like 
the NAEYC and family style meals, the children eat in the classroom at the tables with 
the teachers. Opposed to in a cafeteria-style setting where they have to pick up big trays 
that are too big for them to carry especially 3-year-olds. You know a 4-year-old may be 
able to get it toward the end of the program year. But that could be challenging. Then 
that's lunch off-duty for the teacher. We have family orientation style lunch. Our teachers 
are required to sit at the table with the children during lunch time. In the schools, the 
teachers are not required to eat meals with the children. And then also with the social, the 
family, the home visits, typically teachers are not required to go do home visits and in our 
program that was a requirement, so we had to kind of be creative in doing that. 
Victoria admitted the certified teachers, sound curriculum, and the other grant 
enhancements were excellent. Nonetheless, Victoria like the other 3 participants shared the same 
significant plight: the chief concern above all others was the salary competitions between both 
ABC and each other. Victoria was not alone on this major challenge. Like the others she 
confirmed, “So sometimes most of our grant goes toward the salaries,” Victoria said.   
It was a little challenging from the beginning. What we've done is had to make sure that 
we um, take good care of our things because we know the next program year, the bulk of 
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our budget is going toward those salaries (laughs).Um, but to me, I guess the offset is that 
your program is improved because of the quality of the staff. And so, we don’t mind. We 
actually just looked at exactly how we were spending the dollars and made sure we were 
utilizing to the fullest and we made sure we took good care of the supplies and the 
equipment that we purchased with the grant. We wouldn't have to use the funds to 
continue to replenish or replace things and that's the difference too. When you have the 
professional staff, um, you notice that the materials and the supplies are better cared for 
in most situations.  
Victoria and her cohorts felt ABC should restructure the process for hiring the certified teachers 
for the partnerships. “I don't like it when teachers leave. Even though, if it's for promotion or 
advancement that's totally different, but not just because I'm a get $50 more dollars or 
something” she shared. In this way, professional teachers could work in the environments of their 
preferences without entertaining quitting and going to the next facility to make a few more 
dollars. The other providers agreed. However, she viewed that ABC had a hands off approach 
when they told the providers, “Basically, because they said you know it's your budget and so you 
have the opportunity to do it the way you want to do it,” she said. Furthermore, other areas of the 
grant she learned to adjust, but the salaries became a major obstacle. Victoria informed, 
Honestly, I don't have a lot of complaints; mine is only the salary, making sure there is 
enough money there to uh, pay the competitive salaries and benefits. And to make sure, I 
would design it so that the grant would allow for those salaries and benefits package to be 
comparable to eliminate that because, we're big on continuity of care. That would be 
wonderful. It would be comparable or competitive salaries across the board. Also, 
benefits as well would be very comparable. So that if I choose to leave a program to go to 
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another pre-K program, it would not necessarily be because of the salary; it would be, 
well they're gonna get the same amount, pretty much, you know within range. I'm not 
saying, because I know people have tenure and so I'm not referring to that. But I mean, 
generally speaking, uh, entry level would be pretty much the same across the board. With 
ABC, they get automatically raises or increases every year. But our budgets may not. And 
so, then again, you're looking at going to ABC I'm guaranteed, first of all, a larger salary. 
And I would get an increase of x amount of dollars every year. And then you've got a 
smaller agency that cannot do that unless that money was a part of that initial contract. 
Unexpectedly, one devastating feature developed with the certified teachers. Some of the 
teachers took advantage of the differential pay scales among the providers and switched 
programs. Victoria explained how she learned to safeguard and offset the longevity of teachers, 
working on waivers, who would leave once opportunities to be employed by ABC became 
available. She stated,  
Yeah, we can't force people to stay. I wouldn't want anybody to stay here if they didn't 
want to. And now we would say um, that we've been very...we have not had a lot of that. 
We've had typically the teachers stay, well at least 3 years (laughs). We've only had 5 
years so you had one or two years of turnover. So it actually has not been a bad thing... 
But again, it's kinda like one of those things we already know is gonna happen. And then 
you know when you know there's a clearly different pay scale even though ours is rather 
higher than most of the community partners. But they still have ABC; it still is the 
ultimate one. 
In addition, she suggested ABC allowed them to select substitute teachers from the sub pool; it 
would alleviate so much stress with most of the providers when teachers are absent. As stated 
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earlier, Victoria maintained a third teacher to fill in when one teacher is not there. However, she 
recognized all providers are not privileged to do this. She explained, 
ABC has a substitute pool, and that was one of the other voices that we had. We asked ok, 
if one of our teachers is not here, which is why we went to the 3 teachers. Because we 
asked if our teachers are out and we need a sub, could we utilize your sub list? And they 
said well, it was actually just for ABC’s uh, program. And so, we just tried to get a little 
bit of information, well maybe what do you pay subs? And then we just started trying to 
develop our own sub list. But that sure would have been helpful... to have access, because 
it is an ABC program.  
Victoria believed if ABC worked on the differences, then the providers could focus on the 
business of having the children receive quality care on a continuous base. Then children would 
have a certified teacher meeting them each day without much interruption in their daily learning 
schedules. 
The contrast of certified teachers seeking ABC over the providers was discussed by 
Victoria who shared an interesting fact about one certified teacher’s location choice. She 
witnessed a teacher’s decision to choice a childcare setting to teach. That certified teacher opted 
to work in her childcare facility as a personal preference because the age appropriate setting 
outweighed the benefits of the school setting. She stated, 
What I have found Ms. Harris is that some instances uh, it's the other way around. We 
may get a teacher from ABC, and for whatever reason, they just like the childcare 
environment. It's not as big. It's not a lot of strings attached. So, it kinda works both 
ways. I would say they just like a smaller environment. That is pretty uh, not uh, real 
stringent as opposed to a private industry, or a private childcare... Also, some there’re 
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opportunities for advancement… Actually in comparison with the ABC’s salary scale... 
it's not (same amount)… No ma'am (laughs).They can still make a better salary than they 
would as that teacher, but still being here in this environment. It’s just a smaller setting. 
Just get into the basics of what they do. They do children. Also, some opportunities for 
advancement…You know, it could be room for a move up to an educational specialist or 
an education coordinator or a program manager position. Whereas with ABC, they may 
have to remain as teachers, but here there are so many different levels to move. It's a 
chance to move into the management uh, level. It actually uh, that person would actually 
manage all of the education staff, more like a curriculum coordinator maybe. That 
monitors the classroom, makes, ensures compliance, ensures that the teacher's 
professional development plans are up to uh, par and just all aspects of the program in 
compliance with the education standards. 
Recent literature support this perception as reported by Selden (2006),  
The struggle to balance their love for their jobs with their need for a better salary could 
adversely tilt an imbalance in teacher turnover as these teachers with the childcare centers 
may seek employment with the school district in the hope of moving into a position 
promising greater benefits and opportunity for advancement.   
Finally, Victoria described her partnership with ABC by saying, “I would say it's very good. I 
can't think of a thing, I think it's excellent. I think there's always room for improvement but I 
think it's been a win-win situation on both ends. When asked where she saw pre-K’s future 
going, Victoria projected, 
I see it growing because it’s grown since we've been there from the original time that it 
started. It has grown and it's obviously proven to be successful. Um, and I see it, I don't 
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know if it's going to be a mandatory state thing for children, but I can see it going in that 
direction. So it's a plus. Yeah. 
Excitement Turned to Disillusion 
“I was very excited…. I often say to myself I have to be crazy to continue to be a part. I felt that 
we were the lone rangers.” By Carmen 
 
Meet Carmen. Carmen, 54, described her initial excitement for participation as a way to 
advance her 501c3 non-profit facilities and “move it to another level.” Her childcare capacities 
ranged from 75-250 and each location had an academic pre-k class. “I was very excited about the 
program since I’m a strong believer that education starts early,” she reasoned. She admitted 
continuation is predicated on her staying abreast in the recent trend of the 4-year-olds’ successful 
school readiness. Coming from a medical background, Carmen hoped the partnership would 
possess a “Big Brother” relationship (revealed later in section 2), to make a difference in her 
program’s success. Grand funding allowed her to enhance her program by offering better salaries 
to the certified teachers and higher quality programs. Carmen gave more details by saying, 
I was very excited about the program. I’m a strong believer that education starts early on 
before they (4-year-olds) attend first grade. I wanted to take the standards of my center to 
another level.  One specific reason …I really wanted to get a feel of pre-k. The trend of 
childcare is changing to more pre-k rooms which mean the normal childcare centers lose 
their 4 year olds. We had to become accredited that year. I really wanted my center to 
move up and become a more quality center and able to offer a variety of educational 
programs. I saw a chance for obtaining a pre-k program to fill that need. That was the 
reason I did it the first year. Some children have no other means of getting into a high 
quality program simply because their parents can make a dollar more than what they 
supposed to make and getting a certificate to do that.  
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The other area is your teaching staff, salary wise I could offer a somewhat better 
salary benefit to give them the rate of pay that they are qualified for that you couldn’t 
give them on our payroll. I was able to instill in some of my employees to be teachers 
they were certified or teacher assistant because they had credentials to do so which kinda 
boosted self-esteem. They felt they were moving up. That boosted their morale. I saw the 
change and excitement in the staff that first year. It just lifted the program to another 
level. I think it balances itself out….some of the strengths are being able to watch the 
children develop. Being able to be educated and being prepared when they start school. It 
gives them an opportunity to be ready with first grade.  
However, this enhancement soon wore off during the first year when Carmen’s experiences, as 
she described as “kinda difficult” did not match her expectations of a partnership. She 
experienced unexpected upfront expenses and felt exclusion in certain instances. She cited, for 
example, how the community partners should be privy to access the teacher resource center.  
Oh boy…my journey with the prekindergarten partnership…First of all this is my 6
th
 
year. The experience the first year as partner was not very good because they did state we 
were in partnership with the school district. I felt that we were the lone rangers. They had 
specific rules for their schools’ pre-k programs versus the community partners’ pre-k 
programs. We were told that would get certain things up front like curriculum and only to 
find out that we didn’t get that. They gave the curriculum to ABC pre-k teachers but not 
to us. We had to purchase everything…. You find yourself spending money that you 
don’t get reimbursement for you see the need. That was one of the first issues, but it got 
better over the years.  
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I really feel that we will not get to a better quality partnership because of the 
powers to be. The government has its way of doing things and that’s how they do it. 
Everybody wants to dance around the real issues. If they feel something is working that’s 
what they are going to go with. Regardless as to how the people involved feel aah 
whether it’s working. I really feel as far as getting around some of them, you learn to 
reach a happy medium in most cases. Case in point, one year we were promised a better 
way of reimbursement. They had stated we would get salary reimbursement upfront. I 
found out they are giving all of the partners the same amount of money for their salaries 
(Laughs). That’s really crazy, we pay different salaries. It may cover salaries and it may 
not. We all get the same amount. They voted the salary would be between $30,000.00 
and $32,000.00. 
Separate staffing/hiring, training, organization systems, and reimbursement practices affected 
smoother transitions. She shared, 
The second issue was not given any training and as to what they expected from forms that 
they wanted filled out…coded or a system to put our attendance that is uploaded to the 
schools. We left were out in the dark so far as to the procedures. They did finally work a 
way for us to fax in attendance and sometimes were found ourselves having to fax in 
attendance 3 or 4 times because somebody they couldn’t find it. That was another area of 
concern with faxing. You may receive a call a few days later saying they didn’t get your 
fax until they get it. It was a very difficult process.  
In the beginning, confirmations on contract renewals were delayed. Carmen felt not knowing 
sooner if their partnership would continue next year interfered with recruitment standards to 
maintain enrollment at twenty children.  She explained, 
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Another thing, we did not know if we were partners again in the next school year, until 
after school begun. ABC pre-k would have already done their recruiting and hired their 
teachers. Classes were filled. Once we did the information that we were accepted we had 
to go out to get children for our program. Only to find out most children were already 
recruited by the school system. Getting attendance was difficult because we were not sure 
of partnership for the new school year. I feel it was a lack of organization on their part. I 
felt that they were not organized and “pulled things out of the hat” as things were 
presented to them. That led us to believe or to see that they were not organized. I felt in 
the CP we were more, aah, diverse as far as organizing, planning b/c we have to do it all. 
We are human resources, curriculum coordinators, we are aah, child caregivers, and we 
are also educators. And that’s what falls into our lap versus, aah not being able to know 
what’s coming down the pipeline.  
On the other hand, later in the next vignette, Emma elaborated on how contract renewals came 
earlier, which eased this particular recruitment concern. Also, organizational systems for forms 
frustrated daily operations. Carmen explained,  
 Its lack of organization on their part, it filtered down to us. Because when something has 
to happen on their end…all I can say it was miscommunication. We’re always getting 
information late or getting information the day of. If they were having training for the 
ABC pre-k teachers and we didn’t know anything about the training, if so it was too late 
or did not receive an invitation to the training. Then it was dropping everything you’re 
doing and get this done for them. This did not work well most community partners, we 
are busy! We have our own schedules and our own businesses to run. We can’t 
sometimes drop everything at the last minute just to do that. 
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Carmen believed the reimbursement procedures were unorganized and unprofessional and 
explained well, if line items were changed. Fink and Fowler (1997, p. 337) suggested that, “The 
greatest challenges to successful collaboration arose when the boundaries between programs 
became blurred and people’s roles within the new formation were not clearly defined.”  Carmen 
experienced extensive waiting periods between expense submittals and compensations. The gaps 
in reimbursements were painful and hindered cash flow. Sometimes conflicts existed in the 
amount reimbursed. This led to awkward communication with liaisons that handled the accounts. 
She said she experienced a sense of avoidance from ABC representatives.  
She went on to describe, 
The third frustrating area that I find difficult was the reimbursement process. It was very 
difficult. It was not explained. We were only told of that we had to spend our money 
upfront and be reimbursed according to the list aah in the area that we could spend. Only 
to find out that once we submitted the rules changed. We were not notified that the rules 
had changed. Submitted spent money and we’re not reimbursed for it. We found even the 
match with the initial contract; aah was still not honored by the pre-k program. I found 
myself losing money on items that we had done on materials and supplies on pre-k. Only 
to find we would not be reimbursed. In the beginning, we were told we would receive 
reimbursement for rent, partial utilities only to find out that would not. We were very 
disillusioned on that. It took forever to get them back. As a matter of fact, I just received 
a check two weeks ago from the last school year. I thought was unprofessional on their 
part. Then once we got the checks the reimbursements were never the amount submitted 
for reimbursement. When got the check there was never an explanation as to what wasn’t 
included or why there was a difference in the amount reimbursed. Even in the event you 
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tried to set up a meeting for someone to discuss with you why your check was short. You 
could never get anyway. Finally if you got someone to call you back or to schedule a 
meeting, when you got there the person was not there or forgot you were coming. Then 
when you finally met with the person in charge of the reimbursement, you find out that 
they made the mistake or they thought that something was not paid and it was or they 
didn’t see a check or a copy of a check. That was another thing they requested that we do. 
If we paid by credit card that was fine, but if we paid by check. We would have to wait 
until the check came back in or cleared before reimbursement. I thought that was totally 
ridicules. That’s not how it’s done. If they can’t “trust” us enough to reimburse us for 
what we’ve spent and have to wait until the bank sends back checks to receive 
reimbursement.  
She said she regretted partnering because of the undue pressures. Other difficulties included the 
ill timeliness of the inadequate reimbursements; she expressed concerns for remaining in the 
partnership. She shared,  
I do regret being in a pre-k. Aah, I often say to myself I have to be crazy to continue to be 
a part. So those are of some the questions you have to ask yourself (staying in the 
partnership).Oh yes I do regret becoming apart. We find ourselves running havoc trying 
to run a program when we expect to get our funds back, we don’t get them back. So we 
wait for months and months before we get reimbursement. I think I’ve been able to 
regroup a little and know what my limitations are. If there is something I cannot do, I do 
not do it. Now, I basically make sure my staff receives a paycheck. We buy supplies after 
reimbursement comes back. I don’t purchase in advance anymore. 
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Carmen recognized the benefits met her original purpose to partner: advancement and following 
the changing trend in early childhood.  She admitted, saying, “Even with the difficulties, I had 
with the program, I struggled to maintain the program because of those teachers and they were 
doing such a good job with those children.”  
Regardless of being valued as a member of the collaboration, Carmen felt the community 
proprietors were excluded from vital decision-makings. Research supported Carmen’s belief that 
although ABC was understood to hold the final decision making on certain areas of the 
partnership such as reimbursement procedures, in successful collaborations it was critical that all 
collaborators conveyed their input on decisions that included the participants. Dinnebeil et al., 
(1999) reinforced successful partners in a collaborative relationship were effective 
communicators that possessed abilities that negotiated and held an inherent understanding of 
who maintains final decision-making authority within the relationship. Yet as a collaborator, 
Carmen stated she voiced her wishes in director meetings with ABC and felt her voice was not 
heard. She explained, 
We did meet with the ABC staff; I voiced a lot of concerns about the program. I even 
gave them insight about how they could do things a little differently: 1) Let ABC staff all 
pre-k teachers. I think with a corporation not knowing what individual owners of 
childcare centers do, having a committee made up of pre-k partners as an advisory 
committee to advise them on decisions that they make that we know weren’t possible or 
conflicted with the partnership and, 2) has more informative meetings and trainings. 




Yes, I would recommend, however, with insight… not go in blindly. Given information 
on the front end to maintain the program and let then contemplate and decide. Every 
community provider that wants to be a partner should also be privy about the program’s 
reimbursing process, the long term of the program.  
This finding stated by Carmen was supported by Dinnebeil et al. (1996, 1999) that partnerships 
must include the concept of cooperation, or ability to work together voluntarily to reach a 
common goal along with interpersonal and communications skills that are critical for successful 
collaboration.  
A Different Kinda Ball Game 
“Pre-k was a unique learning experience… a different ball game because I had to hire teachers 
who had early childhood degrees.” By Emma 
Meet Emma. Emma, 61, a former high school teacher operates her medium sized faith-
based licensed facility that currently services approximately 76 children. She had very seasoned 
and experienced teachers that she mixed with the younger pre-k certified teachers. Emma shared, 
“The facility started in1958…53 years ago. I have been the director for 10 years. I’m a 3-star 
program and I’m accredited. We got an invite,” which began her center’s opportunity to further 
enhance current program services. Emma went on to say, “They (the mayor at the time) invited 
all the 3-star programs at that time and you respond back. You have to be a 3-star to participate 
with ABC; you don’t have to be accredited as long as you’ve got at least a 3-star.”  (Later Emma 
presented an in-depth description of the state’s 3-Star Rating program and the national 
accreditation process). She explained reasons she became a part of the academic prekindergarten 
partnership were to serve children in her community with certified teachers and to keep from 
having unused spaces in her center. She said the partnership, “…goes both ways.” ABC had a 
need for facility spaces and her center had empty classrooms. Thus, it worked to her advantage. 
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Emma informed, “Oh I’ve been a partner ever since the inception of pre-k. Pre-k was a unique 
learning experience… a different ball game because I had to hire teachers who had early 
childhood degrees.”  In the past, she had either hired teachers with a CDA certification or high 
school diploma, which was all that was required by the licensing agency. She reported, 
The first year I taught but after that year we had to get certified teachers. I’m certified in 
secondary education with a Masters in Early Childhood, but I’m not certified in Early 
Childhood. [Laughs] Well actually it’s really been a plus because I have those certified 
teachers that can help my teachers. I guess that makes it better for the children 
academically as well as the family to have certified teachers.  
Findings showed these differences led to informal profession hierarchy and strained the 
partnerships (Ferguson, 2006). The public school district did not have a public arrangement in 
place to pay for childcare teachers to obtain a professional certification. 
On one hand, while the differences in teaching certification existed, Emma explained a 
positive bond developed at her site by having a certified pre-k staff and the other teachers. She 
combined the certified teachers with her experienced teachers as teacher assistants. Then she 
placed her senior experienced teachers into the classrooms that are not pre-k. This way all 
teachers share their knowledge and experience. Emma stated, 
Our teachers are learning from the pre-k teachers because they’re certified. Because they 
go to a multitude of training that I can’t afford to send my teachers - but they can come 
back and train my staff. So their knowledge can carry on through to parents as well. 
Everything they get they can share with the other teachers. That really has helped my 
program here and the community as well. Now I do have degreed teachers here as well, 
but they’re not certified in the area whereas my pre-k teachers are certified in an area. 
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Then I have experienced teachers who just have CDAs and they share their knowledge 
with the pre-k teachers as well. So then that experience goes a long way. I have one 
teacher who has been here over thirty…33 years. I have another teacher who has worked 
in childcare 35 years. Basically I’ve got experienced teachers with pre-k teachers in both 
pre-k classes. I have 6 classrooms and 2 of those are pre-k and you have a 3, 4 year old 
class that’s not pre-k. It has a mixed age group and that’s the one the experienced teacher 
with the CDA and has been here like 35 years. See my assistant to pre-k 1 has been 
working in childcare for about 30 years. And the one that’s assisting in pre-k 2 has been 
in early childhood 35 years. That’s a good combination to have experience and 
knowledge because most of my pre-k teachers, they are young teachers. 
On the other hand, Emma accepted the pre-k partnership because she saw it as a means to tackle 
societal ills affecting young children’s future. She explained, 
I strongly believe that early childhood is the key to reducing crime rates, teen pregnancy 
rates, and drug use. We must start with the babies and instill in the babies. If pre-k is 
instrumental in doing that, then I think it’s wonderful. 
In support of Emma’s belief to start early with the babies were 3 recognized longitudinal studies 
(High/Scope Perry Preschool Project, Abecedarian Project, and Chicago Child-Parent Centers) 
that publicized the long term advantages of early investment in quality early care and education 
along with the economic projections that states recouped through reduced crime, reduced teen 
age pregnancy, dependence on public assistance, and criminal justice costs (Boyd, Barnett et al., 
2005 & Helburn, 1995). The  National Association for the Education of Young Children 
reinforced that, “our nation was at a crossroads to protect the future of our young children and 
their families by an invested interest now and enjoy long-term benefits, with a healthy nation of 
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achieving children and more stable families, or wait to make the investment and later pay the 
higher cost of increased delinquency, greater educational failures, lowered productivity, less 
economic competitiveness, and fewer adults prepared to be effective citizens and caring parents 
to the next generation of children (Haberkon, 2005; Morrison, 2007). Studies confirmed the 
numerous social benefits for the nation by early investment in early childhood education—the 
earlier, the better. 
Emma enjoyed the dual support of fiscal and literacy opportunities the children received. 
The desired common goal for prekindergarten programs and childcare proprietors was to 
coordinate and integrate resources for the benefit of young children (Stebbins & Scott, 2007). 
Also, the children were able to stay in their community. “Those people who did not have 
childcare, it was good for them to be able to put their children into the program. I think for the 
community it was good because people were in walking distance,” she said. Furthermore, 
families’ needs were better met when locally-based early care, federal, and state-funded 
prekindergarten programs combined effective means and resources to strengthen and to reduce 
fragmentation of services and maximized efforts to offer continuity of care and comprehensive 
services (Schilder et al., 2003). Emma described the children’s progress with the program and 
how they practiced critical thinking skills. She explained, 
Aah… in terms of pre-k and how it helped the children, I think it was very good for ‘em. 
I think it’s a wonderful idea. I like the curriculum. I like the way the children reacted.  I 
saw them when they came in and I saw they went they left. They had grown. They had 
learned a lot of things. They had learned critical thinking which important to me. They 
started reasoning things out for themselves it was not just rote learning where they were 
just memorizing things.   
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Schumacher et al. (2005) reinforced why Emma and the other participants welcomed the ABC 
partnerships was because they expanded fiscal and other resources that improved service quality 
and took some of the burden off ever-rising costs to parents. The vital opportunities of combined 
goals to promote early literacy and support working families through effective collaborations 
significantly enhanced early learning services for young children (e.g. skills related to language, 
literacy, social development, and early math) in school preparation). Furthermore, shared 
resources included enhancement of the physical classroom, formalized curricula with attention to 
children’s individual learning patterns, age-appropriate skills, and activities that integrate 
elements of health and nutritional services into the program (Selden et al., 2006).Findings 
showed to Emma that community was absolutely important. Therefore, from the community 
perspective, the features such as the common good for the whole neighborhood, accessibility, 
safe environments, qualified teachers, better salaries and working conditions, availability of 
support services of the school system helped (Bassoff et al., 2001).  
Appreciatively, she stated she prided herself on the closeness of the neighborhood and the 
supportive “word of mouth” advertisement it brings. Emma further shared,  
We are actually in a real tight community. There are always children being birthed, there 
are always families wanting that connection that say ‘my momma and my grand momma 
went to that center; I know Ms. Emma was good there. I feel that is where I want my 
child to be’.  
Moreover, Emma shared that strong community support helped her survive in the 
childcare industry. She recognized loyal families in the neighborhoods, community outreach 
foundations, along with other governmental agencies created a collaboration that anchored her 
programs. These entities filled needs in multiple capacities. Going further, she shared,   
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The majority of my children followed me since we moved out of, um, a poverty area in 
the housing project and the XXX’s Foundation already works with us, and the city’s 
housing authority. So, they saw the need, uh, they decided that we needed to do 
something, even though they had one housing project, do something for that program. 
They continuously see what we want or what we need, or whatever. They have grants so 
we got technology. (One support said), “We think these children from the low income 
need more technology.”  I said, “Yeah, but those in there.” [Laughs] we ended up with 
20, a printer… we already had Internet. They hooked up the internet. I actually think with 
hooking it up – I mean, when I say hook it up - running lines and everything… get more 
electricity there. Was about $400 on my part and I hired a computer tech for two hours a 
day - Monday, Tuesday, and Wednesday. He comes in and teaches in the morning time, 
from 9 to 11. He comes in and teaches the pre-k class and the mixed age class, 3 to 4 and 
does the training. It kind of frees up my teachers at that time to do a little work on their 
own. Even though they’re in the room, he is more involved with the children and they can 
do a little more of their paperwork during that time. So they’re doing the 3s the 3s get on 
the computers… the 4s… and the pre-k as well. Then the school age come in and, uh, 
because the teacher’s already here for the school age one ‘cause she has learned to work 
with the school age class – had experience working with the preschool one. 
Also, pre-k compliments her other governmental family service partnership. “It’s only 
service, it’s not monetary, but we have a family service specialist who assist families with free 
medical and dental services,” Emma admitted. “It takes some of the pressure off the director,” 
then she stated,   
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This year we partnered with Head Start and we did what they call a wrap around and the 
majority of the pre-K partners and MCS partner with Head Start. It’s only service, it’s not 
monetary, but we have a family service specialist so they help us out. A family service 
specialist meets with the parents and has family meetings. She’s on my premises every 
day. She has one this location. Each site has a family service specialist. The deputy 
superintendent of schools did. And which helps. It takes some of the pressure off the 
director. It acts like a social worker and whatever the parent needs she’s there to assist 
them. They provide dental service, clothing, whatever service they need. She helps them 
with the physical with all the shots. She finds a place for them to go to physicians but the 
dental person comes here. The screening, fillings, the cleanings, and all that - they bring 
in a portable they have a dentist assigned to us and they come in and do all of that and it’s 
free. They have certain times of the year. So that benefits the parents that they are 
allowed to get this medical service and dental services and that benefits children and 
families. Families have activities they can go to - like the fathers just had a Father’s 
Conference at the University and they have, you know, different training they can go to. 
So that benefits the families as well. 
Findings revealed, along with Emma, that some providers found themselves facing a new 
clientele concern. This clientele competition surfaced as: intra-transfer children. I coined the 
term intra-transfer children to define already enrolled 4-year-olds of parents who desired to 
switch within to district’s academic pre-k programs. Just as her faithful parents were committed 
to her facility, they were also determined to exercise their rights to a free and appropriate 
education for their children. This created additional burdens. “There should have been another 
way to do that,” she exclaimed. Emma experienced difficulty trying to convince her parents that 
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her 4-year-old program was comparable to ABC’s pre-k with same curricula, but not with the 
certified teachers; however, parents didn’t want to believe her. Like the other providers, parents 
who strived to place their children with ABC in their facilities created financial strains for 
Emma. For one thing, she took out a business loan to get her pre-k program started and the added 
frustrations from the intra-transfer heightened her concerns. The parents’ ideas were that 
something greater existed in the academic prekindergarten programs. She explained, 
It’s the parents thinking pre-k is more than what the center offers. Other than a certified 
teacher, I know my center offers the same thing academically in the mixed aged group 
and the other classes. But when they get to pre-k they don’t want to stay in the regular 
full year – all they want to be in pre-k. Pre-k ends at 2:30. If parents are working, it’s 
kinda hardship to get here at 2:30. Then the pre-k teacher going to leave and then those 
children go into those other classes with the non-certified teachers until 4:30 or 
something; it becomes an after school service. They become a part of my program then. 
So uh, but the parents really want them in pre-k, but even if they stayed in the 4-year old 
class, I think they probably woulda got the same. Even though they stay in the pre-k and 
in the DOE classroom, I place another teacher in there to keep those children. We might 
have [pause] with both classrooms - because we got 40 children - we might have 15. The 
state pays for the after care if they’re on state certificates. Pre-k hours are 7:30 to 2:30 
they’re not counted. It’s like two separate programs and then they become part of ours 
program after 2:30. DHS really doesn’t do anything but count how many children we got. 
After she (counselor) counts how many children we got. When the licensing counselor 
comes out here to do my license she doesn’t even go in there. ABC comes and does all 
the monitoring. They do not do the environmental ratings for that class. See my parent 
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think it’s a plus. They say:  “Well got him for your class here, but no I really want him to 
go in pre-k.” But they were going to be getting about the same academically ‘cause we 
kinda with that class… they’re on the OWL curriculum so we purchased the OWL 
curriculum for our other 4-year-old class as well and uh, they uh, do the Everyday Math 
as well. We also incorporate the uh, Creative curriculum in the other class. But the 
parents still think, ABC it’s something going on. They do have a certified teacher. The 
ratio is different, so it is different. 
Financial burdens meant not billing the state for those 4-year-olds during pre-k hours since they 
were served through the academic pre-k grant. To make matters worse, National Child Care 
Association (2001) reported within the last decade nationwide, the public school sector has 
developed before and after school programs as well, furthering the compromises of childcare 
proprietors’ economic stability. Emma expressed, 
A lot of her parents with children in the private pre-k program and those on state 
certificates wanted to take their children out and put them in the ABC’s free pre-k 
program. The burden meant not billing the state for those 4 year olds during pre-k hours. 
We had to provide care at no cost to the children which we had to adsorb in before and 
aftercare times. I just try to let them go on. That’s why I went on and went to pre-k 
because if I didn’t I wouldn’t have had any 3-year-olds. 
Findings with participants confirmed research that a relatively newcomer to early care, expanded 
public school academic prekindergarten programs provided free access to an estimated 740,000 
eligible 4-year-old children, nationwide, and drew its clients from the traditional childcare 
centers (Barnett et al., 2004).  
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In one respect, Emma informed directors are in clientele survival mode because the 
parent population was geared toward the prekindergarten with ABC. She stated, “If I didn’t have 
pre-k, I wouldn’t have… but about 4 (4-year-old children)…  I would have some empty 
classrooms”. . Providers struggled to maintain clientele as parents sought the free state-funded 
pre-k programs. Emma told about the qualifications for entry; she explained, 
When the school starts in August, in my 4-year-old class I probably will only have 4 
children. That’s really ‘cause they do not qualify for pre-k and their parents really want to 
be here. But if they qualify, they’re going to pre-k. That’s the hype. You qualify by that 
Brigance screening score or on the free and reduced lunch page. 
In addition to regular entry guidelines, any 4-year-olds were accepted if they tested at-risk on 
entry screening, regardless of parents’ income. Emma informed other 4’s were placed on waiting 
lists, as well, based on criteria. As a result, providers frantically pursued the younger infants and 
toddlers, and older school age children to populate their facilities while other federal programs 
opened opportunities for the 3 and 4-year-olds. She added, 
I want to say the second year after we got pre-k – everybody was going to pre-k. So if 
you didn’t have a pre-k program, you just about didn’t have any pull. That’s generally all 
over because even the finer paying parents, when they get to 4 they want to go to pre-k 
and they can go to pre-k if the children score by special needs then they can go to pre-k 
because they’re at risk according to the Brigance score so they can qualify. They want to 
be in pre-k even if they’re over the income; they have to be at the last end of that list. 
So the other center directors I’ve talked to don’t have any 4-year-olds because they’ve 
left and gone to pre-k. They try to survive with, uh… They do more infant and toddlers. 
The traditional now is going for infant and toddlers. The proprietors who own their own 
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business are geared more to infants and toddlers. The 3s are going to Head Start so 
they’re mostly geared to infants and toddlers and school age. 
She knew dedicated parents looked for higher quality early care programs in today’s 
times and demanded proof of effect outcomes. To accommodate, Emma believed being 
accredited helped attract new parents to the area. She said, “You don’t get any benefits for being 
accredited except the parents look at that when they come in. Especially new parents coming in 
from out of town they look at that as quality but you don’t get any financial benefits from it.” 
Also, having the certified teachers with a high quality curricula, and assessment opportunities 
strengthened her delivery services to families and further offset the threat of vacant classrooms.  
 For recruitment purposes, Emma marketed that she upheld state and national credentials 
along with certified teachers, and sound curricula. These strategies helped recruit and attract 
parents. She learned marketing was essential to stay alive and to keep her programs financially 
sound. She focused her attention on best practices and obtained state and national criteria to 
make her facility stand out.  
 The ratings allowed parents to know that a program was star-rated because it exceeds 
minimum licensing standards with publicly displayed report card bearing the total number of 
stars awarded. There were 7 components of the Star-Quality Program. Many childcare center 
proprietors, like Emma, voluntarily assessed themselves and sought to achieve standards of 
quality beyond compliance with the state regulations and national accreditation through the 
National Association for the Education of Young Children. This national association required a 
whole child approach to childcare. The accreditation criteria set guidelines in ten areas 
(Hutchinson et al., 2004). Emma presented an overview of the state and the national qualifying 
processes. She explained providers had to participate in the state assessment process to be 
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licensed, but could choose not to take advantage of the tier increment payments, which required 
additional responsibilities, but the accreditation process was totally optional. Emma explained, 
The 3-star is a state quality admission rating. It is to assess your program and see what 
quality level your program is operating on. That’s what I gathered in laymen’s terms. The 
assessor comes from the state now; it’s a state initiative. At one point it just was local. 
But now it is state and you must participate in the star if you’re a licensed center. You do 
not have to participate in the benefit. The benefit is when you get a 3-star rating; you get 
paid 15% increment of the state rate, you for the children that are on the state certificate 
program. You can opt out to not take that percentage but if you’re licensed by the state 
you still have to go through that assessment piece. The person will come in once a year 
and will rate the preschool, or your infant and toddler - you choose one classroom – and 
stay I want to say 4 hours and observe your teachers, your placements, your playground, 
and, sometimes this can be stressful for your teacher. This year, however, the assessor 
was a little more relaxed and would talk but other years they have not talk to the teachers 
or whatever. So you can fail, if you can get a 0 star. You can get a 1-star, a 2-star, or you 
get the 3-star is the max. So if you get a 1-star you get a 5%, you get a 2-star you get a 
10%, you get a 3-star you get a 15% of your state voucher children. 
Findings supported Emma along with the other participants already operated highly qualified 
facilities, which were verified through the national accreditation and state star quality 
admissions. Bowman et al., (2000) reinforced that children who attended well-organized, high-
quality early childhood programs tended to be better prepared to successfully master formal 
schooling and learned more in these prekindergarten settings. In Emma’s opinion, as stated, “I 
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feel if you’re accredited, you really don’t need to go through that state piece.” Emma provided an 
in depth description of the accreditation process. Going further, she informed, 
The accredited piece is the National Association for the Education of Young Children 
(NAEYC) – and that’s who we’re accredited through and we go through a process of 
self-study that’s over a year of time. In the self-study, you look at where your weakness 
and strengths lie in your program and you build up your weakness. After that you go 
through a process of having a portfolio – of whatever you do. NAYC has so many criteria 
of what you’ve got to meet: their standards. You have staff ratios but you also have 
standards in your classroom that you have to go through and do. You have to prove that 
you are doing these things in your classroom. For example, one-on-one, you’ve got to 
show where your teacher’s doing one-on-one with a child, sometime one-on-one. When 
you’re doing one-on-one, you’ve got to say this criterion is one-on-one, you might be 
doing 1-on1 because they’ve got an IEP (Individual Educational Plan). You might just 
happen to tie a shoe and you’ll be called doing one-on-one. So it’s just as simple as that. 
Each child has to have one. Each child has to have one as part of the accreditation 
process. The assessment is ongoing. Parents get progress reports. So it might be just 
observations, it might be anecdotal notes, and all that throughout the year so. An assessor 
will come in and stay a whole day for accreditation piece of the program. They will sit an 
hour in each room, then they will interview the director, they will look through all your 
books – because each class has a portfolio. Your whole program has a portfolio called 
your program portfolio, so she’ll check so many criteria out of each book and at the end 
of the day if you’ve met all your criteria, she’s gonna give you 45 minutes – or he’ll give 
you 45 minutes -  to get what you missed. Because we went through all of ours we had 2 
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that we missed because we didn’t assess a child. Well, the child left and came back. We 
should’ve exited that child – we didn’t. And during that period when the child came back, 
we didn’t screen that child we just took that child right back. We should’ve exited that 
child, brought that child back in and started all back over. So we came back and did that 
child while that assessor was here. It’s ample time – you’re nervous though. But you’re 
less nervous on the accreditation piece than you are on that Environmental Rating piece 
because the persons talk to you, they’re not just checking off. All that other (program 
portfolio) person is saying, “You said you gonna do this and I need to see it.” She checks 
it off when she sees it or gives you time to get it. We had two pieces out and we gave it to 
her and that was it.  
We have to do community service as well as part of our accreditation. You’ve got 
to show where a teacher did community service. So when we do community service, if a 
teacher picks community service, you’ve got to show pictures the day, where she sent the 
letter out to the parents – so you’ve got to prove that you’re doing these things. We’ve 
done: raise funds for Haiti. We’re in the process of raising funds for the flood victims in 
XXX (surrounding counties). We have to do a lot of community service. We did a food 
drive for the food bank. Each teacher just picks a service she is going to do and all of us 
work together to do it. But she might say, “I’m gonna pick the food bank, so let’s get 
together and pull for the food bank.” We did the Race for the Cure Walk in October. One 
of the pre-k assistants, she got together and set that up because that was her community 
service. We’ve got to do community service and be out there. So we just got to do a lot of 
community service. We do – the Week of the Young Child (NAEYC). The pre-k 
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teachers, they do a lot of things. They put themselves in the newspaper (Related 
community service events).  
Additionally, for a competitive edge, Emma pursued other marketing means including 
computer lab, summer camps, and annual pre-k parental forums. She said, “’Cause what sells my 
program is that computer lab. When they do a tour of the center, they’re really sold on that 
computer lab.” Also she listened to her parents’ comments and instituted summer camps as well 
as a joint venture with ABC to expose her programs at annual parental recruitment fairs, which 
further helped with recruitment efforts, saying, “[Laughed] you’ve got to say something that’s 
going to compete.” Emma clarified, 
[Laughed] You’ve got to really market yourself; you’ve got to have something different 
in your program. You really have to compete. Before you really didn’t have to do that but 
now, it’s really competitive and if you didn’t, you’d have 3 or 4 classrooms empty. You 
really got to have someone to articulate your vision and your mission. You got to train 
your staff how to articulate your vision and your mission when you show yourself. You 
actually got to have a curriculum to tell the parents. You’ve got to say something to 
compete. For example, my parent said she was looking for a summer camp in the 
newspaper because of reading and she said, “You all don’t have a summer camp?” I said, 
“Oh yeah!” Then I said, “Oh teachers, let’s do summer camp.” So you just got to be able 
to do that it affects the stability of the program… tremendously because you’ve got to 
really go out there now and recruit and market. You’ve got to be a real good marketing 
person. 
We had a Pre-k Express fair last year at the Convention Center. It was like a forum where 
parents could come, the leaders could come. Some of the children came there and we had 
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tables set up and they could choose from… just by looking at your program [coughing] at 
your table. Parents got training, children got physicals and everything but they just 
looked at centers in the area but otherwise we recruit our own children. You’ve got to do 
a lot of training to your staff to try to market as well. 
Likewise, Emma marketed her facility’s use of assessment; it allowed her to demonstrate ability 
levels of parents’ children. While she understood assessment determined various readiness 
indicators, she strongly felt there should be a limit. Too much assessment is done on young 
children, for in time as they mature and grows certain aspects will develop. She expressed,   
I think the parents have learned how to choose quality programs now. It’s quality. You 
get the rates up… its different when you’ve got quality, too. You’ve got certified 
teachers, a mandatory curriculum, and mandatory scores they can look at. You’ve got to 
have the parent-teacher conference to show them what they’ve learned. You’re assessing 
those children at the early childhood level. I mean sometimes I think assessment might be 
too much, but the parents feel… That’s where the parents are going now. They want to 
look at something. They want to see something on paper. I think sometimes why assess 
children on paper when you can look at the observation and where they come from − the 
family background, and say this child don’t really need to be assessed. You really need to 
just let the children be children. It’s like you assess them here and you’re pushing them, 
and they haven’t been exposed really academically or socially. They miss the social part. 
They’re missing the social part. So they want it on paper see… what you’re doing. But 
sometimes you’re doing it but the child is just not ready until they get - years-old and 
suddenly it hits. “Here it is!” You know… comes in time. So that’s what I’m saying 
they’re just over assessing them. But they want to be same level when they get to 
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kindergarten and then when they get to kindergarten they start slowing down and they 
think they’re failing that 3
rd
 grade. So I think they’re really not failing that 3
rd
 grade it’s 
just that they’ve assessed them so high in kindergarten and preschool that when they get 
to 3
rd
 grade… you know… They need to be looking at something else [laughed]. 
Findings indicated Emma showed ABC’s improved management of assessment and screening 
over time. In the past, providers selected their choice in screening tools, but now an identified 
assessment tool called the Brigance established and was administered by ABC personnel. She 
admitted she used and was familiar with the Brigance before ABC instituted it. Emma believed 
these changes improved her ability to share progress with parents as well as stabilize her 
programs. She recalled, 
ABC has grown also into a more academic process. At the beginning we were just trying 
to figure out exactly where we were going. We didn’t have a set curriculum or screening; 
we used our own. Now through progression, we have a uniform curriculum and 
screening. At the beginning, we screened our own children. Now ABC screens our 
children (using) the Brigance. I was one of those that used Brigance at the beginning but 
other centers did not use the Brigance; they used whatever screening tool they had. So we 
could kinda chart those children on when they came to us and what to start on when they 
started into the meat of the curriculum. So that has changed.  
Retrospectively, other findings exhibited a comparison between Emma and Carmen’s 
focus of their partnership progressions. While Carmen focused on earlier years, Emma’s 
perspective provided a historical overview of how the providers’ voiced concerns were handled 
and how some needed changes occurred. Admittedly, she recognized the frustration the providers 
endured as ABC established better reimbursement and timely contract renewal practices that 
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several other partners mentioned as deterring factors. Be first, Emma recollected the former way 
compensations were managed and the extra paperwork. This came at a time when she didn’t 
have office staff. She said, 
Another weakness was how we our agencies were compensated or how the grant played 
out. How the grant was ...aah, how do you say it? It was how they managed the grant 
program. I think it became overwhelming because the program grew so big in such a 
short time to… they didn’t have enough people in place to process the reimbursement 
forms. So the money was short. And then, it just that ABC had such an antiquated 
accounting program they used at first. That it not just for us, it’s just the way they do. 
Everything was done by paper. Another thing I found difficult, as a director, I don’t have 
the support of secretaries or administrative assistants. I have to be all those things. I had 
to take on additional paperwork…was cumbersome. It was not smooth. It got better as the 
year got better in the end.  
Now things have changed for the better. Emma expressed,  
In the past, it was kinda like even though we were partners you felt like a loner because 
you didn’t get that feedback and also it’s a new superintendent. The change of 
superintendent and deputy superintendent brought that partnership a little cohesiveness. 
A relieved and matured Emma informed, 
Since that time ABC has grown and has changed; even the funding part has changed. 
Now in July ABC approves our budget, gives us a contract and we sign as a partnership. 
At first, ABC had such an antiquated accounting program with a lot of paperwork. That it 
not just for us, it’s just the way they do. I found that cumbersome and difficult as a 
director. I don’t have the support of secretaries or administrative assistants. I have to be 
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all those things. I think it became overwhelming because the program grew so big in such 
a short time, they didn’t have enough people in place to process the reimbursement 
forms. How do you say it? It was how they managed the grant program. Now they give 
us advancement so we can get started and at the end of the month we send our payroll 
ledger to prove that those teachers were paid that salary, along with any other things in 
our budget. All centers are given the same amount and you break it up. At first we got our 
funding, I guess when ABC saw fit or got the funds in. And then the, uh, partners was 
lacking in funds to pay our staff. …If we knew that the teachers were going to take the 
major part of that grant anyway, I would think that you could give them (providers) that 
dollar amount on the front end. So that has changed over the years – in that we get 
reimbursement ahead of time and requisition our other bills (portion of rent, phone bill, 
supplies, or training) and get reimbursed.  
Additionally, in the earlier years, meetings were separate for both community providers 
and their pre-k teachers. As a result, ABC and directors’ relationships were described as strained. 
Gloria summarized, “Separation in teachers' training and all of that need to be watched and 
should be done equally. Everything we do is politics, it’s sad to say.” The providers expressed a 
sense of exclusion and separation. They experienced a presence of being the “lone rancher” 
(Carmen), “overlooked” (Gloria), “loner” (Emma) or simply left out of the loop of 
communications. Emma informed at first regular directors’ meetings had been considered 
separate but supposedly equal. They were held at different partner centers. By the end of last 
year, Emma said directors started meeting on ABC premises. Emma said having the meetings at 
the training academy felt like real partnership. “I think it was a plus over the years,” said implied. 
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Before, we felt kind of separated, even though the directors sometime liked going to other 
centers. In regards to the separate trainings, Emma continued and said, 
Another plus, ABC and our teachers attend the same training. In the past we were kind of 
separated. Community partners went with all the partners not with ABC. Um, I really 
contributed it to the state. The state really asks for – I don’t know how they did it then – 
but now the state really asks for all the same things from the public schools that they’re 
asking from us as far as record keeping - student scores from assessments. So in getting 
training and going to meetings together, our teachers are getting the same thing as ABC is 
getting and everything is mostly automatic now when we used to do it on paper. Um, I 
really contribute it (training) to the state. The state really asks for – I don’t know how 
they did it then – but now the state really asks for all the same things from the public 
schools that they’re asking from us as far as record keeping - student scores from 
assessments – because we have to turn those scores in. So in getting training and going to 
meetings together, our teachers are getting the same thing as ABC and everything is 
mostly automatic now when we used to do it on paper. The teachers key everything in by 
a certain time…everything. So that’s different from the other time. 
Emma shared a time she believed her voice was heard when she suggested assigning a 
liaison to work with the provider’s budget items, combine small budget items, and pay salary 
upfront. Whether or not she influenced these situations directly, she witnessed ABC compliance. 
She said, 
I recommended ABC get a separate accountant process for all agencies that partner with 
them. The way the system was works, I knew it would be a huge undertaking to do the 
whole system but someone had to take responsibility, someone is going to have be in 
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charge of saying, ‘I’m making sure the that community agencies are doing what they are 
supposed to do. We need to get them the resources that they need so that the job can be 
done properly. We don’t want to do anything that interrupts the continuity of care for the 
children. (Now),once we go to our budget training and a person come in from the ABC’s 
fiscal office and tell us what will be allotted in that budget. 
There was one more thing; Emma took credit for a budgetary expense item revision. She replied, 
“I did have an opportunity to share with ABC combining some of the categories…little 
categories like postage and supplies and they did.” She felt the acceptance represented small 
successes that were as important as the larger ones. 
A Needed Seal of Approval 
“Sometimes we’re overlooked...A seal of approval brings better parents in town to your 
program.” By Gloria 
Meet Gloria. Gloria, 51, for over 26 years has spent her entire career in early childhood. 
By non-affiliation, she leases church spaces to serve 45 children. She admitted, “Sometimes 
we’re overlooked,” in childcare unless certain levels of care are offered. She expressed the 
following 3 main reasons for partnering: 1) ABC’s “seal of approval” gave an acceptance status 
and recognition, 2) Professional staff development opportunities, and 3) Networking. Gloria felt 
the ABC partnership provided a symbol of recognition that would authenticate her efforts in the 
childcare industry as a more advanced quality program than she currently operated. “It benefits 
my facility by giving me the seal of a high quality, saying that I meet the quality of ABC’s 
guideline by housing one of their pre-k programs,” she stated. Along with the stamp of 
acceptance from ABC, she expounded on how this new venture attracts advantage from the 
community. “Also, a seal of approval brings better parents in town to your program and other 
entities, like scholarship or grant writers look at what you do,” she added. 
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In addition, it was an opportunity to network. If ABC is going to be a universal pre-k; all 
those classrooms cannot fit in ABC’s programs. So hopefully the relationship we have had 
over the last 5 years will put us in the pot to continue the growth.  
Gloria’s projection of her state becoming universal prekindergarten was supported by 
Schumacher et al. (2005) and TN Gov. (2009), which reported in most states without universal 
prekindergarten, the ultimate goal was to eventually serve and prepare all young 4-year-old 
children (regardless of families’ income level) for school and develop school readiness skills in 
nurturing and appropriately challenging learning environments. For example, Barnett et al. 
(2004) cited Georgia and Florida were states currently with universal prekindergarten. 
 Gloria expressed further how she opposed the traditional term “daycare” because of the 
associated stigma just as Victoria shared earlier. From Gloria’s perspective as an early childhood 
professional, “Early care is all about quality and approval,” she remarked. If centers are not of a 
certain caliber, sometimes, “We're overlooked,” she stated. She appeared very conscious of 
recognition and acceptance from others. She stated, “The weakness now is that even as I'm 
educating others, you still have to educate ABC, that we are as qualified or either highly 
qualified to do what some of their teachers are doing and to get them to respect what we do.” 
Findings demonstrated Gloria’s sense of being valued as a high-quality childcare setting that 
delivered appropriate preschool teaching methods with play and learning opportunities relieved 
ABC. In addition, Stebbins and Scott (2007) reiterated traits of effective partnerships exhibited 
high levels of: mutual acceptance, respect, openness, trust, and shared responsibility. She further 
elucidated, saying 
In childcare, people use the word “daycare.” I don't like that word. Childcare is OK, early 
childhood professional is even better. Society does not really respect what those programs 
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do. Uh, we would go pay Mother's Day Out. We would go pay Catholic program, private 
school. We would go pay Montessori schools. We would go pay all that high money for 
those programs and your child learn more in this program. 
Gloria strived to make her lifelong profession a respectable one. She saw other programs were 
sought for the higher standards parents believed they possessed. So she worked to publicize her 
program was just as good and cost less. 
 Findings described Gloria as an advocator to help educate young children. Reynolds, 
Temple, Robertson, and Mann (2001) sustained that children with high-quality early learning 
experiences are 40% less likely to need special education or be held back a grade. Gloria 
exhibited a strong desire for children to receive opportunities to excel in life. She worked to 
create the same mindset in her employees. She shared her desire “to be respected and received as 
early childhood professionals instead of just babysitters and daycare workers.” She highly 
believed in her committed reputation; she admitted, “Well you have to look at it this way, uh, my 
reputation speaks for itself.” Researchers confirmed the social and economic crises concerning 
academic achievement heightened involvement of public officials, policy makers, educators, and 
parents revealed the reawakening importance of early childhood education (Fuller, 2007; 
Morrison, 2007;  Paciorek & Munro, 1999). It appeared this same conviction fueled Gloria’s 
energy, for she said,  
I am an advocate for children. I hesitate on that because you can get egotistic in this 
statement. I believe that every child should receive what I would want my child to receive 
and that was something that I instilled when I came into my staff. “I mean you look at these 
children, look at 'em as your own and look at what you someone to be giving your child at 
this time. And if you feel that it’s asking too much for you to do that, you're in the wrong 
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program.” I feel that every child should have the opportunity to high quality childcare 
whether your parent can pay for it or not. And if there is an opportunity for you to combine 
all those funds together to make sure every child is getting the same thing, and the same 
way...that they will be better prepared to come to school. 
She demonstrated awareness that a team approach allowed her dreams to educate young ones 
came from the support of a staff that internalized her visions. She clarified by saying, 
My staff makes our program successfully, they believe in high quality. My teachers have 
CDA, AA or B.A. degrees. They are willing to go over and beyond what the need is. They 
believe in getting the training, the education, and the hands on experiences to be great, early 
childhood professionals. The see the drive, the passion that they see in me as a leader directs 
their willingness to want it… the hunger to want it.  
Sentrell (2005) backed Gloria’s commitment with the point that the public was willing to invest 
more heavily in early childhood programs, but it is demanded that the early childhood programs 
responded by provided meaningful programs. Gloria confirmed how participation in the 
academic prekindergarten programs strengthens young children’s pre-academic and social skills 
and influences their educational career for a lifetime and shapes all the communities’ overall 
economic and societal growth (Pre-K Now, 2009 and TAEE, 2007). Gloria weighted the benefits 
of the partnership as a means to achieving her vision while helping her community. She 
demonstrated the whole is no stronger than the weakest part; it needs commitment from all 
stakeholders in the community to make pre-k successful. She explained, 
The benefit to the pre-kindergarten children is to give kids the opportunity to attend a 
high quality learning site (short pause) that probably would not have the opportunity to 
be. So it would make them more successful for school. I believe in family. I believe we 
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all are one. I believe when one fail, we all fail, when one succeeds, we all succeed, when 
one struggles, we all struggle. I believe in support. Building relationships over color lines 
and reaching the top to be successful. 
In support of Gloria’s belief, Morrison, (2007) reinforced with the national focus on the 
importance of the early years society demanded more accountable and structured programs from 
early childhood professionals, like her programs. Researchers reiterated that not only does each 
dollar designated for early childhood education yield high returns, it was doing what was right 
for young children that ultimately mattered, for all 4-year-olds regardless of families’ incomes 
(TN Gov., 2005). 
  Gloria described the partnership in one word (Long pause) –“Working.” She clarified by 
saying, 
I think it may be better. It should get better. It should rise up. Eventually for everyone the 
big gain that one day might be a financial gain, but for a lot of us that's in it's about 
making sure every child is served. 
When asked what she would do without the pre-k programs, Gloria commented,  
If the program wasn't here, well you know that's a free program. There is really no 
economic stability... I would have more certificate/private paid program or my enrollment 
may be low, so it is 50/50 gain. Understand what we do is not really (pause), um; it’s not 
a financial gain. You get the money to operate; you already have your room set up so 
you're able to meet the needs of kids that's unfortunate. Um, it would be interesting. In 
some centers we're still surviving. Some centers may still want to be privately owned, 
non-profit and do the certificate thing, but believe it or not, most parents would run to the 
universal pre-k because they would feel it’s a better program. So, that would be the 
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devastating part of other centers if they don't rise to the bar quality.  
Also, Gloria reflected how she dealt with working families and their questions about the 
academic prekindergarten programs versus hers. She recognized the competition with parents’ 
childcare selection choices and school districts since both addressed the same 4-year-old 
population (Coffman et al., 2006). She shared,  
Making them feel assured that there is no difference and let them see the programs work 
together. My kids go in ready and over and beyond kindergarten skills. Some have moved 
to first, some have moved to second. Last year we had a child that left us and tested for 
fifth grade. They moved him to the second grade because he was not ready socially, but 
academically. They just have to trust me at my word. My work will speak for itself, far as 
my kids that are been in regular pre-k program. 
Bowman et al., 2000 confirmed structured early learning fostered readiness and social abilities 
for later success in school and life. 
   Gloria voiced concerns at the ABC’s directors meetings. She said, “You stand, you speak. 
You speak out in a professional way.” Not giving specifics, she added,  
I'm not going to give you a particular (incident), but at the meetings we have discussions 
and if we're still not satisfied, we email and talk about it later. Uh, most people do not; 
receive what you say in a positive way. Sometimes personal feelings among professionals 
get in the vision’s way and can hurt. At times you're fighting a lot to prove that it’s not 
about me, it’s about the relationship we have as professionals and the service we give to 
our children. You get the recognition that you need, or you get whatever you feel, heard. 
It's just like being a teacher who has one child in the class that wishes she could ask the 
question, but she's too afraid because she thinks she's dumb or she's going to be a busy 
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body. So, you ask knowing it’s gonna help others…probably 3 or 4 sitting there wanting 
to ask. 
Fighting a Losing Battle 
“Whew!’ ‘Can’t compete’, and ‘a little challenging…’ That was something that should’ve never 
happened!” by Carmen, Gloria, Victoria, and Emma 
 
Findings revealed participants were combating a losing battle among other delivery 
services; however, obtaining and maintaining certified prekindergarten teachers ranked as the 
highest contender. Bassoff et al., (2001) confirmed competition for teachers and trained staff, 
higher quality delivery standards in early care and education services, and the need for 
reconfiguration of funding streams were other focused areas of concern for pre-k programs. 
Salary wars blazed as the major culprit behind this challenger that needed reconciliation. 
Coffman et al., (2006) suggested prekindergarten partnerships struggled in their relationships if 
identified contributing roles toward integrated resources and services were not effectively dealt 
with, created strife. The salary competition existed between ABC and other community partners 
causing certified teachers to hop centers for more pay. The participants were severely 
overwhelmed at whom the number one competitor was; it was their collaborator−ABC. “That 
was something that should’ve never happened! That was uncomfortable for me,” Emma 
interjected. This situation made the participants feel alienation and it put a damper on their sense 
being crucial stakeholders, which leaned on the effectiveness of the partnerships’ organizational 
structure. Bassoff et al. (2001) reaffirmed the participants’ report that public school districts did 
not have an infrastructure in place that handled financial hurdles that impeded coordinated 
efforts of prekindergarten partnerships in the childcare settings. Establishing academic 
prekindergarten programs and community childcare proprietors’ partnerships met the underlying 
pro and con debate on the dynamics relating to the resistance to change and holding to the status 
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quo, which is characteristic of all social movements. National Child Care Association (2001) 
reiterated to avoid driving wedges among the public and private programs with one side or the 
other feeling disenfranchised—the composition was critical to successful partnerships. For 
instance, ABC had less of a struggle, “Teachers preferred their higher salaries, guaranteed annual 
increases, and fringe benefits: tenure, insurance, and 401k programs,” Emma explained. “That 
leaves us mostly trying to find certified teachers. We could not offer all the extra benefits the 
school systems paid,” reiterated Carmen. Providers found themselves hashing it out to survive in 
obtaining certified teachers.  
Overall, the participants expressed the partnership was designed as a collective entity to 
resolve a societal need to educate 4-year-olds in the most appropriate childcare setting. They 
shared a question that shouldn’t there be some kind of equity in hiring the professional teachers? 
Initially during the pilot stages, some concerns such as salary and hiring practices may not have 
been apparent. Now they have surfaced and frustrated providers’ original purposes for partnering 
to provide opportunities for higher quality education to 4-year-olds. Participants used descriptors 
such as: “Whew!” “Can’t compete,” and “a little challenging” darken the fringed benefits of 
partnering. The significant expansion of academic prekindergarten programs uncovered a 
potential extinction to existing childcare proprietors’ existence without the partnerships (Banks, 
2004; Gilliam & Zigler, 2004; Helbrun, 1995). All 4 proprietors admitted the love for children 
exceeds the challenges; however, they were dismayed at the pressures presented to hire and 
maintain certified teachers. Whether operating a larger or smaller childcare center, the mission 
remains the same: accountability to educate young children and help them find their respected 
places in global society as productive well-rounded contributing individuals. Furthermore, Emma 
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expressed the frustration of unleveled opportunities to attract certified teachers by the providers’ 
unforeseen competitor—ABC. Emma added,  
Partnering was difficult because ABC could offer more benefits instead of small 
community providers. We could not offer all the …aah extra benefits like insurance and 
401k programs with the pre-k grant you received. Those were some of the things that I 
found were difficult.     
 Each participant cited similar reasons that made the hiring and maintaining certified 
teachers a defeating matter between ABC and each other. Further describing, Emma expressed, 
I strongly feel one of the weaknesses of the program was the competition with staff−the 
staff hiring. It was (sighing) almost like we were in competition with the agency we’re 
partnering with. We needed to be in better contact and especially with the hiring of 
teachers. That needs to be a central pot of teachers. All those teachers should be given the 
same benefits if our goal is for the education of the child and for the children’s welfare.  
Emma offered a suggestion that she thought would reduce the smaller partners’ 
frustrations that they are competing with the very entity that sought their partnership; she 
offered, 
All the teachers and teacher assistants should be hired from the same pot or pool. Even if 
it means …ah reducing the grant amount to the sites, to the partners, and ABC hire all, 
that will give some continuity. That will make all of the teachers feels equal. It will 
provide the same level of care to every child which is what we want to do. I think as 
agencies and partners, especially big partners in small communities. We gonna have to 
stop looking at well you know we give you and we’re gonna put you out here on your 
own. It should not be a separate entity. It should be− we’re working together and we’re 
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partnering with this agency and we’re going to do everything that we make sure this 
agency can provide the care that we need. 
Her concern was the differences in the size of each community partners’ facility and their 
inability to compete with a major corporation such as the school district. Researchers reinforced 
the capacity to work with other adults was a key competency in providing services to young 
children and their families (Dinnebeil et al., 1996). The sense of belonging to a collaboration that 
looked out for those that comprised it presented complexity in the relationship. Emma 
elaborated, 
We need to look beyond the point of saying that this child care agency is smaller so they 
can’t provide… they can’t pay a salary teacher and this agency is larger so they can 
afford to pay a better salary. So these children are going to get a better education. That’s 
not fair to the children! For we do the children a disservice. I think in order to provide 
quality services to the children; it should be equal across the board.  
 Victoria reaffirmed Emma’s comment about leveling the salaries, for she suggested, “I 
would design it where the salaries would be pretty similar or comparable across the board to 
prevent or minimize people leaving for extra $200”.Then, Victoria exclaimed, “So sometimes 
most of our grant goes toward, the salaries!” She stated,  
We are in constant competition with ABC. … The salary, making sure there is enough 
money to pay the competitive salaries and benefits. Of course, we can't compete because 
typically if we lose a staff person, we're losing that person to go to them for the pay. 
Although we pay one of the higher salaries, I think the benefits are the biggest thing. 
When we look at the amount of the grant that's designated for staff salaries sometimes we 
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have to exhaust most of it just to keep them from going to another program paying more. 
Salaries are all different among community partnerships.  
Carmen expressed their fate by saying: 
Whew! We also have to be in “competition with ABC and their certified teachers who 
start out making roughly $38-39,000 a year. That leaves us mostly trying to scrabble 
around trying to find a certified teacher. We are not able to give benefits like ABC. More 
than likely, it is great that we will lose our teachers to ABC. It happened again this year. 
They promised, no they said that they would give us an avenue where as we wouldn’t 
lose our teachers to ABC, but we are losing (Certified teachers) to other centers who will 
offer a dollar or two more. We still find ourselves in competition with each other as far as 
trying to maintain a teacher. So it really hasn’t helped at all. 
Victoria portrayed the school district position on the salary war the providers voiced to them. 
ABC listened, but evidence showed no results. ABC put the decisions back to them to oppose 
working to it out together. That, she felt was difficult as a partner to shoulder. Victoria shared it 
was like once ABC gave the dollar amount, regardless of what other budgetary items came up, it 
was on them to figure out how to juggle with the limited amount of resources distributed. She 
and other providers expressed the need to resolve the salary competition issue. How were they to 
compete with ABC? She stated, 
During in-service training, we mentioned it to try to figure out a way to get everyone on 
the same uh, pay scale so to speak, but that was kind of like ABC just wanted to say the 
individual agency's decision on that. Basically, because they said you know, it's your 
budget and so you have the opportunity to, to do it the way you want to do it. With ABC, 
teachers automatically get raises or increases every year. But our budgets may not. And 
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so, then again, they're looking at going to the school district saying, “I’m guaranteed, first 
of all, a larger salary and I would get an increase every year.”  
Carmen agreed about a particular directors’ meeting with ABC in which their hopes were raised. 
She said, 
For once, I felt our thoughts were voiced. I suggested ABC staff the pre-k with teachers 
from the school district. This way would not be in competition for teachers with the 
money coming down from the state. Let them handle the salaries and the teachers. That 
never materialized either. They said they (school district) would not be financially able to 
do that because it cost more for them than us to hire. We got a lot of false promises in 
that meeting. Only to find a month and half into the program, none of those things have 
come into fruition. We still struggle with the same as the previous years.  
Collectively, the participants agreed the salary competition was very fierce; it challenged the 
relationships and created agony from struggling against the school system. In addition, the 
participants recognized the competition among them was unfavorable and did not make matters 
any better. In theory, community childcare providers were excellent collaborators in the 
partnerships and offered a win-win relationship (Pre-K Now, 2007); however direct challenges 
such as competing with their partners weighed heavily on providers’ ability to effectively 
maintain their obligation to secure certified pre-k teachers in actuality. In establishing effective 
partnerships, how involved each partner was directly hinged on the collaboration level between 
the partnerships and affects the diversity of services provided to young children (Holcomb, 
2005). Through collaboration and working with community and education leaders, and voicing 
concerns early, proprietors could have a positive impact on the development of state-funded 
academic prekindergarten programs.  
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 The participants admitted ABC did respond when they voiced their concerns on salary 
competitions, but the outcome was unyielding and they were unwilling to change the hiring 
procedures: community partners were still responsible for their own hiring. Successful 
partnerships were flexible and willing to forego predetermined mentalities for the good of the 
whole; Holcomb (2005) reinforced, 
Everyone came to the table with open minds and willingness to learn and to see the 
strengths that different parties brought to the effort. Often, participants have had to 
abandon preconceptions and invent wholly new approaches as they go. (p. 5) 
Recent research confirmed the benefits of state-funded academic prekindergarten programs in 
partnerships with community childcare proprietors as essential collaborators (Dinnebeil et al., 
1999; Pre-K Now, 2009; Schumacher et al., 2005; Stebbins & Scott, 2007; Wainwright et al., 
2006). However, the application of the academic prekindergarten programs was not always 
carried out well in practice, reiterated the Department of Health and Human Services (2006) and 
Holcomb (2005). As a result, the current burden remained rested on the community providers’ 
shoulders to employ and maintain their own certified pre-k teachers. Not only did they have to 
hire, but maintaining them created additional anguish.   
As a result of the salary competitions, findings exposed while participants appreciated the 
certified teachers, they came with a hefty price tag that produced salary competitions and took a 
toll on the relationships. A new competition element developed center hopping. “To make 
matters more difficult, the teachers would quit working for one facility to work at another one for 
more pay,” confirmed Emma. I coined the term center hopping to define how those 
prekindergarten teachers who took advantage of the certified prekindergarten teacher shortage. 
Victoria summarized once certified teachers hopped into ABC, they stayed. Victoria stated,  
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The history is, most of 'um will stay the maximum 3 years, 'cause they can stay on a 
waiver for about that long; utilized our community partner program as preparation to get 
the experience and the endorsement... probably why they did not get hired in ABC in the 
first place because they did not have the certification or the endorsement; that's the 
avenue to ABC most of the time. 
Concisely, Gloria stated, “ABC met their goal,” by partnering with the community providers to 
allow portions of their facilities to house academic prekindergarten programs. Bassoff et al. 
(2001) verified that the “early care” part of the early care and education required the cooperation 
of the comprehensive childcare field by collaboration with community partners if public school 
systems planned to successfully expand access to academic prekindergarten programs. In support 
of Gloria’s conclusion, Victoria reaffirmed that the providers brought their early childhood 
expertise to the table, which was the original focus of the partnership in the first place. In regards 
to early care programs, Victoria reinforced, “That's our specialty” and the National Child Care 
Association (2001) concurred that the majority of states permitted programs in a variety of 
partnership settings such as childcare centers. Furthermore, Bassoff et al. (2001) collaborated 
that states encouraged community-level partnerships with a condition for receiving funds and 
resources to minimize the conflict that inevitably occurred when funding sources were limited 
among numerous providers’ efforts. In Table 8, the participants summarized their proposal to the 
school system to improve the partnerships.  
 The participants’ plight confirmed researchers who reported that local educational 
agencies like ABC faced compromises to maintain successful pre-k partnerships with the 
community proprietors. Davies (1997) explained partnerships seldom succeed unless all 
concerned were able to cross distinct bureaucratic and financial or jurisdiction and language 
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boundaries. In support, several researchers reported successful partnerships planned well and 
faithfully executed, required partners to give up something (usually control) in order to achieve a 
larger end (Dinnebeil et al., 1999). Productive collaboration demanded good leadership, an 
atmosphere of commitment to the common good versus competition, enough time to flesh out 
how things would work, and a realistic timetable for implementation (Bassoff et al., 2001).  
Table 8:  
Providers’ Summation of Joint Proposal for ABC 
1. ABC hires all certified prekindergarten teachers. 
2. ABC may adjust grant funding to accommodate hiring certified teachers. 
3. Include community childcare provider positions on state and local decision-making 
advisory boards and committees for academic prekindergarten partnerships. 
4. ABC share prekindergarten teachers’ substitution pool. 




Providers’ Partnership Perceptions 
 As you may recall from section 1, 5 themes evolved after organizing codes into 
categories from the data; likewise 4 themes developed in section 2. I was able to link the 
participants’ perceptions of their partnerships from the interviews, image elicitations, and 
document analysis to answer research question 2: How do 4 early childcare providers’ 
perceptions portray the state-funded academic 4-year-old prekindergarten program 
partnerships? They used analogies to compare their partnerships (see Table 9). The 4 themes 
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were: 1.) Service with a Smile or Not, 2.) Lifting up or Leave Hanging, 3.) Closely Knit or 
Loosely Woven, and 4.) With This Vow: I Want to Be Here. 
 
Table 9:  
Providers’ Partnership Analogies 
Providers: Image: Analogy Summation 
Victoria Business Merger “Two businesses have come together”; but felt like 
“They said you know, it's your budget and so you 
have the opportunity to, to do it the way you want 
to do it.” 
Carmen Big Brother “We are all one program…on same level as 
partners, I have your back and you have mine. Uh, 
and we expect the same results…and if we don’t 
have funds that pre-k required us to do on the front 
end, then we can’t do it.” 
Emma Community “I think it is an agreement. Each receives some sort 
of benefit from the other… I’m going to give 
something and I’m going to get something.” 
Gloria Marriage “Today I love you, next month I might ‘can't stand’ 
or dislike you. But I'm gonna fall back in love with 
you and make us even stronger. Our battles, our 
disappointments, our disagreements make us 





Service with a Smile or Not 
…Trying to deliver a service…we all have the same goal to prepare  
  the children for school readiness. By Victoria 
 
Beginning with Victoria, she portrayed the partnership as a business merger with the 
same service goals: educating others. She expressed, 
Uh building a partnership… they (ABC) build on the child's learning to build to a higher 
level. Um (pause) again I think both of us… So I guess, like when you're traveling, now 
you see how two different entities, two businesses have come together. Because you're 
trying to deliver a service…we all have the same goal to prepare the children for school 
readiness and to have uh, the best possible outcomes for the children. We're all going in 
the same direction trying to get to the same, meet the same goals: the best outcomes and 
the best quality childcare for the children, girl or boy. Children are our future. It is to 
prepare children to a point to want to exceed uh, not only have desire to graduate from 
high school, but to go on to college. Going to college is not a thought, it's just not an 
option not to…’you’re going to college.’ Children have the opportunity to start now 
thinking about what college they want to go to, not if they're going or not. We start that 
early on. You don't know if they're going to be doctors, lawyers, or a President Obama. 
(Laughs) Um, I believe in children. The song says “I believe that children are our future.” 
I believe that.  
Victoria agreed marketing this partnership came with a positive affiliation. Most certainly, as a 
businesswoman herself, she understood good business management and chain of command to 
provide delivery services. Their target product was servicing families with 4-year-olds. To push 
the success of this service, there had to be agreement across the entire collaboration. She wanted 
to help provide a beneficial service that met the supply and demand for 4-year-old children and 
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their families. She cited how an investment in the children’s future yielded dividends. For 
example, one of her children grew up and returned as an employee. She provided how this 
investment paid off by explaining, 
What touches me is when twenty years into childcare when we have parents, children 
who are now parents, who are also, have the grandparents that bring generations of 
children back into the program. We even hired a young lady a few weeks ago, that I kept 
saying, “I know your name.” And she said, “I used to go here” (laughs), and she was in 
our aftercare program. And she said, I could remember they moved somewhere and her 
mom wanted to, she had to change locations. She said she had to bring her back because 
she had a “fit” or got upset; she did not want to go anywhere else but my center. So that, 
that touches my heart because now she's a teacher, we taught her and now she's come 
back to teach our children.   
“Children are our future,” was the aim. Success was the trademark she sought to accomplish. 
Achieving this service with ABC at a higher and more expeditious way would definitely bring 
service with a smile. 
Victoria accepted the business merger as a valuable asset, saying, “Uh building a 
partnership… they (ABC) build on the child's learning to build to a higher level.” Taking a closer 
look from the business’ perspective, Victoria’s decision to become a partner was based on how 
this program would match her current ones and monitored whether this creative opportunity with 
ABC helped provide a pleasant experience versus a difficult one that affected her maintaining a 
steady hand on cost and service levels. She understood the aim was to add value to both their 
clientele businesses without compromising her original services. She looked at the collaborative 
efforts as a joint venture. Victoria said, “Because you're trying to deliver a service…we all have 
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the same goal to prepare the children for school readiness.” Stebbins and Scott (2007) confirmed,  
Bridging differing missions is perhaps the difficult challenge to overcome because it 
relies on effective relationships between individuals in partnership positions to promote 
collaboration and on a commitment to integrate the missions of both programs without 
compromising standards (p. 5).  
Furthermore, Victoria determined the purpose was, “Have uh, the best possible outcomes for the 
children.” The understanding was the premise for acknowledging partner: to achieve common 
goals. Aware of the charge to prepare young children not only with school readiness, 
subsequently the responsibility surpassed basics to substantial preparation as lifelong learners. 
That’s why she said, “You don't know if they're going to be doctors, lawyers, or a President 
Obama.” 
However this vision became blurred and Victoria found herself struggling to uphold her 
end of the agreement to hire and maintain certified teachers with a smile or in good faith. The 
partnership lay in jeopardy when factors that should enhance mount up to interfere with the 
merger. When concerns like the hiring and communications factor are left unattended and not 
addressed, it leads to the frustrations. Victoria believed the whole matter had to do with spending 
energy on what she felt was a losing battle with ABC for she believed this should have been 
handled by ABC anyway. Yet, what Victoria thought started out as a business merger soon 
began to act more like a business giving directives to maintain the professional teachers with the 
necessary support from them. Now she experienced a major threat in the partnership: as a 
stakeholder she was conceding her original missions. Remaining mindful of the order of her 
commitments, she recognized her loyalty was first as a childcare proprietor with distinctive 
diverse early care programs and second to the community academic prekindergarten partnership. 
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From her standpoint, ABC needed obligatory respect and acknowledged mutual differences 
required a resolution to avoid withdrawals of trust.  
The bottom line is to accept sharing responsibility for children’s learning and their good. 
That’s why she explained, “So going to college is not a thought, it's just not an option not to…   
‘you’re going to college.’ Well, how would the children get there without a solid foundation at 
the onset?” Victoria believed in starting while they were very young planting nurtured seeds of 
opportunities and possibilities that the world was theirs for the taking. “We start that early on,” 
she stated. As a matter of fact cultivating the tender shoots of believing in oneself early offered a 
larger chance for the belief to sink down and grab root. “Children have the opportunity to start 
now thinking about what college they want to go to, not if they're going or not,” expressed 
Victoria. This statement reinforces her vision and motivated her determination to make the 
children’s choices to go to college a reality. ABC’s collaborative effort was a means to setting a 
stronger academic foundation for young children with this goal in mind. Victoria explained she 
could happily offer service with a smile more readily without frowning on a business venture 
that strained their relationship (see Table 10). Her business “smarts” suggested coming to the 
table to discuss effective avenues of addressing decision-making would be instrumental to a 

















Lifting Up vs. Leave Hanging 
“(Sighs)… It really makes me feel that we were once again disillusioned.” By Carmen 
 
Findings demonstrated Carmen pictured the partnership like a big brother who took 
responsibility, gave mutual respect, was made to feel a part of, along with a sense of acceptance, 
and would protect from seen and unseen dangers. Bassis et al. (1991) supported her perceptions 
were filtered through the lens of previous experiences, attitudes, and beliefs. Bigge and Hunt, 
(1980) reinforced when people perceived their world, they observed, accommodated, and placed 
into context the objects of their experiences. Furthermore, these researchers suggested in many 
ways individuals adjusted their social perceptions to fit what they know or think they know. 
What people believed and what may actually exist, may be in direct contrast since they tended to 
pay attention to information that confirmed expectations and ignored or disregarded information 
that disputed their observations. From Carmen’s perspective, she described her rationale as, 
My perception of a partnership is that we are on the same level. Because we are all one 
program, it puts the community pre-k sites on same level as ABC pre-k as partners; I 
have your back and you have mine. Uh, we are equal as partners. We share the same 
 Servicing Targeted 
Population 
 Striving toward same goals 
 Honoring Each Other’s 
Original Missions 
 Respect Mutual Differences 
 Inclusion of Decision 
Making 
 




things and we expect the same results. You’re in this together…when they don’t have the 
funds big brother is there to drop funds into your program so that it can work. We as 
individual owners we don’t have big brothers, we are it. And if we don’t have funds that 
pre-k require us to do on the front end, then we can’t do it. 
Why did Carmen associate her partnership with the big brother concept? Most 
importantly, because she believed the big brother served as an aid in times of need and would not 
leave her program hanging without support to carry out the partnership agreement. As a smaller 
entity, she felt the larger entity held the ability to provide because of its avenues to greater 
resources. Her comment was, “You’re in this together…when they don’t have the funds big 
brother is there to drop funds into your program so that it can work.” To her, a big brother’s 
attributes included staying the course with you, involving you even when you didn’t have as 
much to offer, pushing you to actualize your dreams, and not leaving you stranded. Myers 
restates Hilton and von Hippel (1990) affirmed that preconceptions mattered especially when the 
social information was vague or offered multiple interpretations. Social perceptions were very 
much in the eyes of the beholders. Carmen’s assumptions about ABC’s position to help in areas 
she felt necessary could make contradictory evidence seem supportive. Bigge and Hunt (1980) 
suggested persons made sense of their environment as they followed their different goals. From 
the basic principle of relativism or interactionism, everything is perceived or conceived in 
relation to other things; what persons perceived in their environments depended upon their 
degree of maturity, knowledge, and goals. Furthermore, perceptions of the social world were 
determined largely by people’s situations or positions in the world. Bassis et al. (1991) 
confirmed how people perceived the world around them depended on where we stood. From a 
sociological standpoint, the way individuals perceived their world had been shaped by their 
143 
 
experiences in a particular social niche or role. For example, Carmen’s perception that in some 
capacities as the big brother, ABC would refocus reimbursement efforts as well as communicate 
more timely and increase joint professional in-service trainings. Carmen admitted successful 
partnerships are hard and complex work. Stebbins and Scott (2007) supported Carmen’s 
concerns with an insightful question to be answered to any successful partnership like ABC and 
the participants: What is it that we need to accomplish to educate and care for all children? 
Carmen understood her position with the school system put ABC as the overseer of the 
academic prekindergarten collaboration and placed them ultimately as the major decision-maker, 
while not being naive that the state government had its part in the total package. On the other 
hand, she felt being smaller need to not lessen her equity in the decision-making process. 
Justifying her opinion, she shared, “Uh, we are equal as partners. We share the same things and 
we expect the same results.”  Furthermore, although she handled multiple sites well before this 
partnership, just having this new affiliation could place a rip in her steady operations; she desired 
the assurance and comfort from “big brother” to take positive actions to resolve the chief 
inhibitor that was detrimental to the relationship (see Table 11). She had been accustomed to 
handling tough decisions on her own and recognized the pressure of having no other source to 
turn to for help. This was made clear when she said, “We as individual owners, we don’t have 
big brothers, we are it.”   
From her perspective, in becoming a community the partner ABC was aware that they 
were smaller early childhood infrastructures. She believed ABC knowingly knew they entered 
the collaboration with different attributes to offer and could bear certain components of the 
partnership. That’s why it was a collaborative situation. She saw it as each partner doing what 
they do best with mutual respect for the other and that ABC would pull up the slack or deficit 
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areas, if that’s the action needed for the program to succeed. In other words, ABC would be like 
the hero, so to speak. There was the comfort of knowing together they could function as a 
successful team. Therefore, to her one of the big brother’s responsibilities was to absorb the 
salary dilemma. Carmen agreed with Emma’s recommendation to lessen the grant amount 
accordingly to accommodate ABC doing all the hiring. Yes, she gave credit for the grant 
enhancements that allowed her to increase staff salaries and purchase better equipment and 
supplies; nonetheless, the competing to maintain certified teachers because of the rate and 
benefits by far became the paramount concern. She felt ABC was the larger corporation and 
should shoulder this heavy burden. Yet, it didn’t happen that way. It was more or less that ABC 
left her hanging without certain support. Carmen portrayed her progression of the partnership as 
an illusion. She described, 
I feel that we really don’t have a relationship even though they give you the illusion that 
you are in a partnership. At that time, we were still the new kids on the block.  
We were not privy to a lot of the things ABC (hired) pre-k teachers were. For example, 
their prekindergarten teachers have a teacher center… to make materials. They have 
various resources- printers, laminators, dyes. When we go over we get run out because 
we are not ABC employees. But quote unquote, we are supposed to be in partnership.” 
We cannot use their facility. The partnership left her feeling disillusioned. They had 
specific rules for their pre-k programs versus ours. 




(Sighs)… It really makes me feel that we were once again disillusion. So you ask 
yourself, “Why am I in this anyway?” Am I in it for the reimbursement process, or to say 
I have a pre-k classroom; or I am in basically for the education of children? 
 
Table 11:  








Tightly Knit vs. Loosely Woven  
“To me is we’re on an equal plane and we’re working together. I did not see this being pre-k 
partners.” By Emma 
 
Emma viewed the partnership as a “tight” or close knit community, like the neighborhood 
where she worked and lived (see Table 12). In a nostalgic way, Emma portrayed community and 
partnership on the same level. She asked herself how she saw community. Her interpretation 
clarified why the stress of the salary competitions weighed so heavily on her conscious. In her 
explanation, she reminiscently illustrated the following about community. It’s where the heart is, 
where you were accepted by family and friends. It’s your favorite places to eat, shop, and play. 
In the community there was a sense of comfort and familiarity where everything you need is 
right there. She shared it’s where memories were made and customs and beliefs were taught. For 
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Best Interest 
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example, she referred to how community legacies sought her childcare for their children because 
their mommas and grandparents attended Ms. Emma’s center. Furthermore, she expressed a 
secret of the community when she explained individuals not of that particular community were 
outsiders. Outsiders had to pass inspections of trust and acceptance unless vouched for by an 
insider. This tightly knit community carried an unspoken nature of protection and a safe haven. 
Therefore, her dismay regarding ABC’s management of this pilot program brought heartfelt 
concerns. With community, each contributed and all benefited, adding value and not depleting or 
taking away. From this perspective, she felt the community at large gained; yet she felt an 
imbalance in some areas of the ABC partnership; the outsider coming into her community while 
it brought opportunities presented undue pressures. “I don’t see us getting a lot of benefit other 
than being recognized as a community partner and providing service for the community,” she 
stated. She further illustrated, 
I think a partnership is on an equal plane and working together. I think it is like a 
community or an agreement between two people where each people receive some sort of 
benefit from the other… “I’m going to give something and I’m going to get something.” 
It should be−we’re working together partnering and going to do everything to make sure 
this agency can provide the care they need to the children for the children and ABC.  It 
was more work for us…paperwork. ABC staffing will provide the same level of care to 
every child which is what we want to do. I think as agencies and partners, especially big 
partners in small communities. We gonna have to look at that. We gonna have to stop 
looking at, “well you know we give you and we’re gonna put you out here on your own.” 
It should not be a separate entity.  It should be−we’re working together partnering and 
going to do everything to make sure this agency can provide the care we need.  
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Emma described a discrepancy of what “partnership” versus “contract” meant to her. She had a 
different understanding. She distinguished a partnership meant working with not for to achieve 
common goals, equally. Yet she experienced otherwise as she stated, 
I think a partnership to me is we’re on an equal plane and we’re working together. I did 
not see this being pre-k partners. It was (pause) more, we were hired for ABC. It was 
always said “partnership,” This is a partnership. It was emphasized, they said the words 
“partnership,” but partnership never really… you know when I sat down and looked at 
the contract. I said a lot of things we had to do. There was a lot of what the partners had 
to do, but there was nothing they were going to do but administer the funds. 
Emma implied she would have viewed the relationship differently if “contract” was emphasized 
instead of “partnership.” Covey (2004) confirmed Emma’s belief and conveyed, 
Effective partnerships achieved success when all collaborators involved listen, share, and 
respect each other’s opinions, knowledge and mutual differences. Unclear expectations 
lead to misunderstanding, disappointment, and withdrawals of trust. Successful 
collaborations identify variables that enhance or interfere with collaborative relationships. 
(p. 195)   
Emma explained if this new partnership’s guidelines were clearer on the front end, her 
enlightenment would have carried a different position. She added, 
Being a pilot program, they didn’t have a lot of information about how it was going to 
work. The partners would have had to say they were going to do more for me other than 
give me more work to do. If it would have been a contract to say this is what is going to 
happen. I could’ve worked more clearly in those lines. The way this particular 
partnership works, they provided benefits for the children and ABC.  
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Emma’s experience that effective partnerships definitely were the way to combine efforts, 
Wainwright et al. (2006) confirmed, 
Often “partnership” is no more than a “get out clause” for one party or both, and   
apparent friendly partnerships turn sour the minute problems arise. This usually 
results in all parties reverting to a contractual approach, which is more concerned 
with avoiding blame than solving and learning from the problem. This is a shame 
because effective partnering is the best route to achieving and sustaining the 
magic combination of affordable cost, excellent delivery and innovation. (p. 2) 
 
Table 12:  








With This Vow: I Want to Be Here 
“If you give me ownership, and make me feel that I'm valuable and respected and loved. I wanna 
stay here.” By Gloria 
 
Gloria related the partnership to a marriage. A marriage, like a partnership, requires 
devotion and commitment. “With this collaboration I accept mutual responsibility and nurture 
the long-term journey entailed,” she admitted. Gloria portrayed the newly developed formation 
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as taking a course of growing pains, knowing bumps and bruises, joy and laughter mixed with 
smiles of accomplishments were inevitable. She described, 
Uh, this relationship is like marriage. Today I love you, next month I might “can't stand” 
or dislike you. But I'm gonna fall back in love with you and make us even stronger. Our 
battles, our disappointments, our disagreements make us stronger. Uh, and it also make us 
re-direct sometime. It make us stand back and look and say “Man, what I'm doing 
different, what I can do better?”  If you give me ownership, and make me feel that I'm 
valuable and respected and loved. I wanna stay here.  
  Interestingly, Gloria chose marriage as her analogy for one symbol of marriage is the 
seamless circle of the wedding rings. Starting with the end in mind, she said these rings 
represented an untiring commitment to someone other than self. To be accepted as an equal 
partner, understood to have individuality, and held in the highest esteem, then the promise would 
reap the benefit for, “If you give me ownership, and make me feel that I'm valuable and 
respected and loved, I wanna stay here,” she explained. The partnership symbolized an affiliation 
and belongingness. Gloria saw the two becoming one on this particular academic mission to 
educate 4-year-olds. To do this neither entity was independent of the other (see Table 13). In 
gaining a successful relationship before obtaining the goal, demanded attention to the positives 
and the negatives brought by the other. Gloria stated ABC achieved their mission once they 
decided to partner with community proprietors, and with that understanding came the baggage of 
inability to compete with them for certified teachers. Therefore, both stakeholders needed to 
come together as one program to hash out a feasible plan; this dictated nurturance and 
acceptance of differences for the good of the whole. The whole created a solid foundation that 
withstood the test of challenges and frustrations. For example, “Today I love you, next month I 
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might ‘can't stand’ or dislike you,” disclosed her knowledge there would be trials and every 
situation would face difficulties. Going on, she associated the endless circle of the wedding band 
with a sort of interdependency that activated unity even in hard times, achieving work that was 
unachievable alone by saying, “But I'm gonna fall back in love with you and make us even 
stronger. Our battles, our disappointments, our disagreements make us stronger.” The analogy 
symbolized completion within self while learning from each other. Retrospectively, she 
discussed how feedback gave direction, chances to reposition, and refocus to gain clearer views 
of the multiple tasks at hand and especially how to resolve the pre-k teacher hiring. “…it also 
makes us re-direct sometime. It make us stand back and look and say, ‘Man, what I'm doing 
different, what I can do better?’” she reflected.   
 Gloria identified a tri-fold effect the partnership established. This connection among ABC, 
community, and providers was for the good of the whole: society. She illustrated this mutual 
symbol of teamwork by saying,  
The children, the partnership, it's a 3 dimension. You got parents, community and school 
systems. We all need each other, we all add to the betterment of children. It benefits the 
family of those children to know that their children are going to be prepared for school. 
So, we all benefit from what we all should bring to the table. And when you put those 
pieces together, they're the whole pie. 
That’s why she could choose the symbol of marriage; it represented a constant work-in-progress 
to reconcile differences and draw on the strengths of each other. To actualize a successful 
relationship with ABC, she wanted to treat the partnership with the same drive and enthusiasm 
she exhibited with her staff. This strong desire to be accepted as the professional she believed 
she was propelled her loyalty. As she admitted before, she wanted for herself and staff, “To be 
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respected and received as early childhood professionals instead of just babysitters and daycare 
workers.”  A house divided against it can’t stand. The academic prekindergarten partnerships 
interlinked with the community childcare partners possess the potential to substantially build a 
fortified union without gaps of separations, but create a unified force through this vow. The 
union, when remembering why they came together in the first place, establishes the gist to 
conquer their differences. With her advocacy spirit and zeal for her profession she said love 
conquers all challenges. Then Gloria concluded, “We all support learning,” let’s make it work. 
 
Table 13:  









 Overall, the data from the 4 participants showed the advantages and disadvantages (see 
Table 14). Their understanding categorized the strengths and areas needing improvement. The 
success of the public academic prekindergarten partnerships reveals teamwork as the major focus 
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Table 14:  






 State Grant Funding  
 Age Appropriate Facilities 
 Program Enhancements: 
 Equipment, Furniture, Materials & 
Supplies 
 Salary Inequities 
 Unexplained Budget Changes  
 State Subsidy Restrictions 
 Slow Reimbursements 
 School System Avoidance Techniques 
 Certified Prekindergarten Teachers & 
  Professionalism 
 Salary Increases & Benefits 
 
Problematic Staffing Concerns:  
 Salary Competitions 
 Hiring  &Retention Practices, & 
 Professional Center Hopping  
Communication Features 
 Community Recognition 
 Partnership Advertisement Feature  
 Attracting Parental Choices 
Parents’ Switching Programs 
 Paying Clientele Decline 
 Centers’ 4 Year Old Class Enrollment 
Drops 
 
 Student Achievement 
 Age Appropriate Curriculum 
 Decreased Achievement Gap 
Effects of Certified Teacher Shortage  
 Instruction  Interruptions  
 decreases continuity of instructions 
 Substitute Teachers Availability 
 
Chapter Summary 
I connected themes from the findings to answer the two research questions. I formalized a 
comprehensive account using descriptions of their experiences that portrayed their realities with 
the local school district. I depicted each provider’s specific versions of the partnerships’ benefits, 







Chapter 5: Discussions, Implications, and Conclusions 
 
This study explores 4 childcare providers’ public academic prekindergarten partnership 
experiences with a local school district. In my efforts to conduct this research, I ask and am able 
to link answers to the following research questions:  
1.) How do 4 early childcare providers describe their participation as community 
partners with a public school system’s state-funded academic 4-year-old 
prekindergarten program?  
2.) How do 4 early childcare providers’ perceptions portray the state-funded academic 4-
year-old prekindergarten program partnerships? 
I use interpretivism as the conceptual framework in this research study. This framework allows 
me to interact with the participants in their natural setting and gain an understanding of their 
perceptions. I retell their stories through their truths as they understand the public academic 
prekindergarten partnerships and use their voices to illuminate experiences as they reflect from 
their realities since they are the meaning makers in the case study (Crotty, 2005). In Chapters 1-
4, I describe the problem, develop a literature review indicating the history of a relatively new 
early childhood initiative, public academic prekindergarten programs in America, and  use a 
qualitative case study methodology employing interviews to gain an in-depth understanding of 
how childcare proprietors express their continuing partnerships with the local school system to 
answer both research questions. The case study approach allows me to investigate the 
participants’ perceptions using multiple data sources (interviews, image elicitations, and 
document analysis). The data collection include an intense process of gathering, transcribing, and 
analyzing data that show commonalities among the participants’ responses and unfold to answer 
the 2 research questions. There are 9 themes that emerge from my findings in Chapter 4. With 
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research question 1, 5 themes evolve: 1) A Good Match, 2) Excitement Turned to Disillusion, 3) 
A Different Kinda Ball Game, 4) A Needed Seal of Approval, and 5) Fighting A Losing Battle. 
With research question 2, 4 themes evolve: 1) Service with a Smile or Not, 2) Lifting up or Leave 
Hanging, 3) Closely Knit or Loosely Woven, and 4) With This Vow: I Want to Be Here. In 
Chapter 5, I discuss: 1) How the my findings relate to existing early childhood literature on 
public academic prekindergarten partnerships, 2)  How the providers describe and portray their 
experiences, 3) How they believe their voices are or are not heard, and 4) The implications for 
future research concerning public academic prekindergarten partnerships.  
Comparison of Findings to Existing Literature 
 
In response to the importance of this study, I discuss the comparisons between my 
findings in Chapter 3 and existing public academic prekindergarten literature to contribute to the 
current early care research and the sustainability process of public academic prekindergarten 
community childcare providers’ partnerships with local school districts. My study explores an 
early care professional population directly affected by states’ academic prekindergarten 
initiatives. The childcare providers’ concrete experiences make them the experts to voice useful 
suggestions and to offer feedback to help them fulfill obligations in the partnerships. Overall, this 
study provides another perspective that is beneficial to increasing public academic 
prekindergarten partnerships’ effectiveness. 
First, this study reveals data crucial to the sustainability process of public academic 
prekindergarten community childcare providers’ partnerships with local school districts. 
Participants state they need help now! The school district and childcare providers’ relationships 
hold opportunities to become more competent and confident in application rather than in theory 
only through increased trust as they resolve barriers sincerely as an effective collaboration. 
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Participants, in this study, seek solutions to ease the anxieties created from issues related to 
salary inequities and staffing problems. Coffman et al. (2006) report some states decide to handle 
salaries across the board. Evidence suggest designing infrastructure safety networks to eliminate 
major challenges such as salary competitions, center hopping, and intra-transferring, which is a 
direct result of disparity, as this research unfold. 
Second, the perspective of the childcare providers as the experts on their experiences in 
this particular type of early care partnership voice what they deem necessary to fulfill their 
obligations as essential collaborators. Why is it important from the providers’ perspectives to be 
heard? The answer is clear; they spoke knowledgeably from first-hand experiences. In this vein, 
they make a simple yet powerful message that is critical to the effectiveness of public academic 
prekindergarten partnership expansions.  
 Third, this study reveals from the childcare providers’ feedback that there must be 
direction to move the partnerships to the next level of success. The participants provide feedback 
to further strengthen the partnerships. Ethically, school districts must make a huge decision to 
address these concerns with rigor and trustworthiness. The childcare proprietors’ voices offer 
perspective from another angle. Participants experience indirect consequences of uncertified 
teachers’ center hopping and parental intra-transfers of their 4-year-olds, which make them the 
authority on this matter. They suggest major concerns dealing with hiring practices, salary 
competitions, certified teacher retention, and joint meetings to a minor concern dealing with 
development of a standardize report card. All in all, these suggestions may significantly enrich 
the collaborations. 
 Finally, the foremost important attribute of this study is to supply useful data to increase 
public academic prekindergarten partnerships’ effectiveness. How effective can academic 
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prekindergarten partnerships are without the childcare providers? Together the academic 
partnerships are stronger and more efficient to accelerate toward achieving state goals to close 
the achievement gap between 4-year-olds from rich and impoverished families as they enter 
kindergarten.   
Implications for Practice  
In this chapter, implications from the 2 research questions suggest an avenue to narrow a 
gap in public academic prekindergarten partnership’s literature. They identify how public 
academic prekindergarten partnerships impact childcare providers and local school systems’ 
relationships. Initially, the highly qualified childcare partners accept the invitations as equal 
stakeholders and come with the charge to maintain essential elements of respect, dignity and 
appreciation. Maslow (1970) reinforce the participants’ perspectives by stating, “Freedom to 
express oneself, freedom to investigate and seek for information, freedom to defend oneself, 
along with such abstractions as justice, fairness, honesty, orderliness, are examples of 
preconditions for basic need satisfaction.” The implications below reveal feasibility on 
establishing and sustaining solid successful public academic prekindergarten partnership 
practices.   
Implications for How Providers Describe Their Partnerships 
Providers’ descriptions of the partnerships lead to 5 themes: A Good Match, Excitement 
Turned to Disillusion, A Different Kinda Ball Game, A Needed Seal of Approval, and Fighting a 
Losing Battle. Descriptions depict how working separately versus working together for the good 
of the whole partnerships creates a predicament. What is the ultimate advantage of partnerships’ 
maintaining one end of the relationships if reported constraints interfere with the abilities to 
uphold the opposite end of the partnerships? Through this lens the participants wonder how 
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resolution can be obtained if the ugly truths are concealed. Certainly the childcare providers’ 
acceptance into the partnership is important to the expansion of the programs, but most important 
is the financial capability to maintain without collapsing in the long run. Bassoff et al. (2001) 
agree productive collaboration demand good leadership, an atmosphere of commitment to the 
common good versus competition, enough time to flesh out how things would work, and a 
realistic timetable for implementation. 
 In this study, the participants’ responses cited are subjective, which is permissible in case 
studies, for they allow and present opportunities for opposing views in their rawest forms. 
Participants admit successful partnerships require a team-based work approach with friendly 
collaborators that allow openness for exchange in communication and to drop defenses (Maslow, 
1970). The core of this study is to expose the depth of the dilemmas that hinders the childcare 
providers’ success in the state-funded academic prekindergarten partnerships.  
A good match discussion. The theme, A Good Match implies all parties of the 
partnerships achieve some win-win situations. Both interested entities enter the partnerships for 
what their businesses gain. Both want the benefits the partnerships gain as collaborators. On one 
hand, the school district capitalize on instant occupancy of highly qualified childcare facilities 
without spending renovation funding and utilized the providers’ on-site early care knowledge 
and expertise (Bassoff et al., 2001; NCCA, 2001).  On the other hand, participants receive grant 
funding to assist with hiring certified prekindergarten teachers, purchasing developmentally 
appropriate curriculum, equipment, and materials. Victoria mentions several advantages. She 
speaks highly of the professionalism the certified teachers add to her facilities’ atmosphere. Also, 
she purchased the OWL curricula for the preschool classes that are not a part of the public 
academic prekindergarten program.  
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In practical terms, the school districts and the childcare proprietors have assets the other 
collaborators can use; therefore, they complement each other’s’ assets. First, the school districts 
sought the best candidates to extend invitations for partnerships. They research and identify 
highly qualified childcare facilities according to either national or state standards. In addition, the 
school districts want proprietors as directors who possess college degrees and offer opportunities 
for the providers to return to college for a degree in early childhood education, if their previous 
degrees are in other fields of study. Research reinforces childcare providers with college degrees 
tend to operate more efficiently and highly qualified centers (Bloome, 2003). Secondly, the 
providers want the professional teachers and program enhancements. Unexpected problems arise 
for both parties. The childcare partners run into the unexpected problems in paying higher 
salaries and retaining certified prekindergarten teachers; while the districts partners run into 
problems of how to help salary competitions. One solution to the prekindergarten teacher 
shortage is for the states to strategically design funding incentives for childcare teachers to obtain 
professional certifications according to their individual state requirements (Bassoff et al., 2001; 
Schumacher et al., 2005).  
Excitement turned to disillusion discussion. The theme, Excitement Turned to 
Disillusion illustrates both school districts and child providers are excited about the partnerships; 
however, in hindsight, both partners suffer some disillusions as the implementation of the 
partnerships develops. For example, the participants report they do not recognize the initial grant 
funding offered by the school districts is insufficient to carry out their increased financial 
obligations (utilities, meals, staffing, equipment and supplies) to the partnerships. They are all 
excited about being selected to participate in the new state initiative. As time progresses, the 
salary inequities create competitions for certified teachers and to keep them once they were 
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hired. Likewise, I venture to suggest that neither do the school districts expect such impacts the 
certified prekindergarten teachers present to the childcare partners. This newly identified 
financial challenge possibly creates a disillusion for the school districts as well. With that being 
said, school districts share the burden to make the partnerships successful and must identify 
effective means to relieve these pressures such as salary disparity. The providers recommend the 
district hire all prekindergarten teachers even if it means reducing the amount of the grant 
funding.  
   Furthermore, data reveal it is not the participants’ budget managerial skills, but the size of 
the operational budget cash flows that make it difficult to wait for reimbursements from the 
school districts. For example, reimbursement budgetary items on the original contract 
agreements to pay percentages of utilities and rental spaces usage suddenly become rejected 
without any explanations from this particular school district. As a result, disillusions for financial 
support develop because participants project monthly budgets based on the reimbursements 
submitted. Although, Victoria and Carmen share they rearrange and draw from other revenue 
sources; however, Gloria and Emma do not have these revenue options. Emma confesses once 
she took out an additional business loan to maintain operations. Carmen admits she does not 
include reimbursements in her operational budget until the actual amount is deposited, but she 
pulls from other forms of revenue. This approach to wait sometimes cause delays in bill 
payments due to the snail paced reimbursements. The 2 month turn around period takes it toll on 
smaller childcare centers and keeps them in uncomfortable situations until they learn to adjust 
the school districts’ reimbursement practices. 
A different kinda ball game discussion. The theme, A Different Kinda Ball Game 
describe how the certified teaching credentials and budget declines develop financial hurdles in 
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the childcare settings and unveil local school systems’ “willingness” to effectively address the 
community providers identified concerns (Holcomb, 2006).  A refreshing positive challenge 
comes with greater teacher requirements and expectations for the childcare industry. On one 
hand, having certified prekindergarten teachers teach 4-year-olds elevated the literacy standards 
and helped to close the achievement gap before these children entered kindergarten. In addition, 
the OWL curriculum offered age appropriate pre-academic learning opportunities and 
experiences. The certified teachers brought an atmosphere of professionalism to the childcare 
facilities that the participants appreciated. The providers agreed both certified teachers and the 
quality curriculum were wonderful features to the partnerships. On the other hand, academic 
prekindergarten program expansions brought childcare partners to the crossroads to comply with 
the changing demands for higher quality education in childcare centers or potentially have fewer 
prekindergarten classrooms. For example, several participants expressed direct correlations 
between centers’ budget decline as their regular 4-year-old enrollment diminished as more 
paying parental clientele changed to the free academic prekindergarten programs. Financial 
matters grew worse for participants with families of 4-year-olds receiving state childcare 
subsidies. During the 4-6 hours 4-year-olds were in the state-funded academic prekindergarten 
programs, childcare partners were unable to claim reimbursements. Losing the paying clientele 
and state subsidies further decreased revenue sources which the participants depended upon to 
balance daily operational expenses. 
A needed seal of approval discussion. In this theme, A Needed Seal of Approval, the 
participations gain community recognition and privileges to advertise they employ certified 
prekindergarten teachers. These added attractions to their highly qualified centers encourage 
more parents to enroll their children. Likewise, by including community childcare providers as 
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partners the school districts meet states’ criteria to receive the state funding. On the flip side, 
some parents seek the public academic prekindergarten programs for the certified teachers, and 
other parents see it as a means to receive free childcare services versus paying. From this 
perspective, the participants experience firsthand declines in revenue when their paying clientele 
opt to switch their currently enrolled 4-year-olds from the providers’ preschool classes to the 
school district’s prekindergarten classes housed in their centers. 
Fighting a losing battle discussion. In addition, the theme, Fighting a Losing Battle 
reveals the expansion of state-funded prekindergarten impact the traditional childcare industry in 
most aspects: teachers’ hiring practices, salary ranges, competition for qualified teachers and 
staff, subsidy reduction threats, parents’ eligibility fluctuations (Bassoff et al., 2001). While the 
partnerships came with advantages they came with disadvantages as well (see Table 14). For 
these reasons, the childcare providers recommend the school districts hire all prekindergarten 
teachers or increase the amount of the grant funding to accommodate a set salary rate amongst 
the providers. The childcare providers acknowledge their struggles to financially meet staffing 
demands are difficult. For instance, as a result of salary competitions all participants expressed 
as, valued partners, they should be entitled to more financial support beyond the initial grant 
amount distributed to their programs. For example, if the school districts gives each childcare 
partner $50,000 and the entry salary level for certified first year prekindergarten teachers ranges 
between an estimated $33-35,000, the providers are left with less than $15-$17,000 to operate 
the remainder of program. The additional facility usages increase utilities, the wear and tear on 
furniture, equipment, supplies, and materials, food preparation hours for the enlarged meal 
counts, and personnel supervision before, during and after school due to the people affiliated 
with the academic prekindergarten program (certified teachers, 4-year-old children and teacher 
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assistants other professional staff). Because of these factors, school districts need to address the 
concerns with the childcare providers. To do what was right for the children, school districts 
need to start by doing what was right by the childcare partners through both financial and 
personnel support. Collaboration is hard work and finding a better funding stream to assist with 
the salary wars between the local district and other community partners reflect a concern to be 
resolved versus shifting such a hefty burden back into the laps of the providers (Stebbins & 
Scott, 2007). In summary, the big ideas revealed in these perceptions are: 1) There is a high cost 
for high quality and 2) Subtle demise of traditional small businesses’ existences as an indirect 
result of federal and state-funded public prekindergarten programs take over.  
Implications from Providers’ Perceptions of Partnerships 
  The lens of perception exonerates the participants’ gut level impressions of their 
relationships in the partnerships, for what individuals perceive is what they believe. Researchers’ 
Bassis et al. (1991) support, perception is what it is even if others differ. The participants 
confirm that recognized differences, explored solutions, and listened to suggestions from other 
stakeholders are crucial elements to propel partnerships forward (Dinnebeil et al. 1999). School 
districts hold the responsibility to willingly listen and make some concessions to other 
stakeholders’ concerns to strengthen relationships. I believe the participants share valuable 
information to document legitimate concerns.  
 The 4 perception themes: Service with a smile, Lifting Up vs. Leaving Hanging, Tightly 
Knit vs. Loosely Woven, and With this Vow illustrated needs to strengthen community 
partnerships. The participants’ interpretations from the elicited images (business merger, 
community, marriage, or big brother) represent one word –commitment: take responsibility for 
obligations, to improve relationships by working together equally toward the same goals. Honest 
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efforts turn into positive solutions reflect what the community childcare partners want: to resolve 
areas of concern through shared decision making. They appear to recognize that partnerships 
provided diversity and add value to human services for all stakeholders, children, parents, and 
community as researchers confirm in Chapter 2. They admit the love for children exceeds the 
challenges. Whether operating larger or smaller facilities, accountability to their mission 
remained the same: educate young children and help them find their place in global society as 
productive contributing individuals. The lens of the triangular data suggest when looking through 
the participants’ eyes, the ultimate success of the state-funded prekindergarten program 
partnerships with community childcare providers hinge on sustainability.  
Service with a smile. The theme, Service with a Smile implies the strength of the 
collaboration is the ability of the school districts to respect the childcare partners as valuable 
collaborators in the quest to improve the educational delivery services to 4-year-olds. Dinnebeil 
et al. (1996) report careful and deliberate collaboration require all the stakeholders, such as 
childcare proprietors to be at the table with the right to be heard and involved in decision-
making. For example, the childcare partners exercise their rights to offer feedback to improve the 
partnerships. They take the opportunities to express themselves which, as stakeholders, is an 
entitlement with the privileges of partnership. However, speaking up about concerns, such as 
salary disparities, generate new problems for the school systems. Stebbins and Scott (2007) 
reinforce that benefits, challenges and resistances generally occurs when groups like public 
school district prekindergarten programs and traditional childcare proprietors initially develop 
partnerships. Contradictory beliefs to the childcare partners sharing their experiences increase 
stress and require clarifications in order to maintain agreeable service obligations between the 
school systems and the childcare partners. Furthermore, ignoring the participants’ voice on these 
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concerns challenge the partnerships’ ability to maintain or expand community childcare 
proprietors as partners.    
Lifting up vs. leaving hanging. The theme, Lifting Up vs. Leaving Hanging caution 
school districts to the indirect consequences salary inequities and salary competitions place on 
the community childcare partners. Childcare providers find themselves juggling whether to 
increase the certified teachers’ salaries in order to keep them from leaving or to pay bills on time. 
All 4 participants describe the wage competitions as fierce. Retrospectively, this frustration may 
be avoided with better budget planning that allocates sufficient grant funding to achieve what is 
expected of the providers. A careful review of the participants submit financial statements during 
the application process reveal the financial capabilities and better enable school districts in 
funding decisions while aware not to discriminate on participation when providers have smaller 
budgets.  
Disappointingly, salary competitions cause several problems. First, the providers’ 
describe their biggest challenge as coming from their school system partner that easily attracts 
qualified prekindergarten teachers with higher wages and employee fringe benefits. Second, 
participants begin hiring teachers with state waivers for prekindergarten licensure who are 
ineligible to work in the school systems and are able to offer less than the amount for certified 
teachers. Ultimately, salary competitions start amongst childcare providers due their different 
salary scales. A few uncertified teachers recognize and take advantage of the differences in 
salaries.   
Providers describe how these uncertified teachers sign contracts and work for a period of 
time at their facilities. With underlying motives unknown to the proprietors, at first, are 
negotiating salaries and accepting positions at other facilities. Eventually, the providers caught 
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on to these deceptive exploitations, but are limited in what they can do about it. Childcare 
partners do not have a centralized system in place to confirm if the teacher prospects currently 
work for another prekindergarten cohort and nor can they alert each other of potential the 
persons center hopping until it is too late. In one respect, uncertified teachers are only exercising 
the freedom to change employment, but this creates hardships on the providers. Participants, who 
lose teachers, endure the repeated challenges of the hiring process. The chances of rehiring other 
teachers with the proper credentials quickly grow slimmer with the limited prekindergarten 
teacher pool and the ability to pay more. Sadly, sometimes these uncertified teachers average 
only a slight increase on their checks, but the distance to the next childcare partnership center 
may be farther and require spending more for gasoline. That is why I coined the term center 
hopping to point out staffing issues centered on higher wages and compensation conditions 
influenced the uncertified teachers’ decisions to remain or seek higher pay from other providers; 
while obtaining state requirements for employment with school districts.  
Third, a closer look at the childcare centers without a professional teacher during the time 
replacement searches reveal interruptions in continuity of care and instructions. The 4-year-olds 
have to become familiar with new adults’ personalities and teaching styles that substitute or 
replace the former teachers. In addition, speaking of substitute teachers exposes another obstacle. 
Locating qualified substitute teachers is just as difficult to find as the certified prekindergarten 
teachers. The participants requested, but do not have access to the school systems’ substitute 
teachers’ pool. This scenario leaves the childcare centers without qualified teachers unable to 
meet the obligation of the prekindergarten standards and face losing their partnerships if not 
quickly resolved. 
As a result of staffing concerns, the participants recommend the school districts hire and 
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pay salaries across the board for all certified teachers. First of all, the school districts have 
centralized systems to track hiring and placements and could take on the responsibilities of the 
certified teachers. This would curtail salary inequities and interruptions to the continuity of care 
for 4-years-old when teachers are not present. Finally, the childcare providers are devastated and 
turn to the school district to help them relieve this financial aspect of the partnerships.  
Tightly knit vs. loosely woven. The theme, Tightly Knit vs. Loosely Woven represents 
the call for solid support to make the partnerships operate more efficiently as close fit units. 
Coffman et al. (2006), Hall (2002) and Selden et al. (2006) reveal that some states do what was 
necessary by working tightly together to assist childcare proprietor partnerships: same salaries 
across the board, startup funds, professional development, and, ongoing technical support, funds 
for curricula materials and supplies, joint staffing, and allow funds to adjust facilities by blending 
public early childhood resources in different arrangements. However, the participants 
experienced their local school district placing the full burden on them to pay for the licensed 
teachers and maintain daily expenses with the insufficient amount granted. Coffman et al., 
(2006) support that through the interagency collaboration’s resources, salaries or benefits 
improve, which results in greater teacher satisfaction related to pay and benefits, and reduces 
staff turnover. The salary competitions reflect frequent staffing turnovers with unlicensed 
teachers working on state waivers quitting and going to work at another childcare partner’s 
facility for a slight pay increase. Bassoff et al. (2001) confirm other agencies make payments to 
providers to enhance the salaries or benefits of teachers with the partnership. Pre-K Now, (2009) 
reveal most states deliver stronger academic at public prekindergarten programs through a 
diverse delivery system with community childcare entities, which allowed parents more options.  
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When school districts and community providers knit resources effectively, working 
families had a variety of choices in prekindergarten settings provided within an array of 
opportunities to select the location that best meets their families’ needs. For example, the 
wraparound before and after services the childcare providers offer gives parents flexibility with 
their work schedules that sometimes conflict with public academic prekindergarten school hours. 
This diversity in settings allows parental choice to meet their family including wraparound 
services when half programs create difficulties with work schedules. Once again concerns like 
this one further support that community childcare proprietors are essential partnerships to 
academic prekindergarten programs. By working cohesively, different types of childcare 
infrastructures offer various avenues in public and private schools. Even when programs differ, 
they can work when collaborators trust, share resources, and responsibilities (Stebbins & Scott, 
2007).   
With this vow: I want to be here. In the theme, With this Vow: I Want to Be Here 
implies the childcare partners sincerely want the public academic prekindergarten partnerships to 
work. Positive relationships require commitment and dedication from partners to resolve 
differences by first admitting obstacles exist and then collaborate to reconcile them.  Just as the 
advantages to help young children achieve academic success and community recognition; 
disadvantages of salary disparities and staffing retentions equally cause hardships for the 
childcare providers. For example, childcare providers advertise their academic prekindergarten 
partnership affiliations and certified teaching staff to the communities. Economically, this 
acquired status causes the childcare proprietors to gain additional parents to enroll their children 
and the school districts to save funds on not spending funding on school building renovations to 
accommodate 4-year-olds. However, the downside of the partnership demands include 
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competing for certified teachers, paying clientele opting for state-funded prekindergarten 
programs produce ripple effects in budget deficits and enrollment declines, and school districts’ 
representative avoiding communications to resolve concerns generated frustrations to the 
providers. Therefore, these imbalanced pros and cons of certified teachers cause the childcare 
providers to inform the school districts that while the original allotted grant funding start out a 
bonus to their programs’ budgets, in the end become insufficient to cover the expectations of 
salary inequities and staffing concerns that develop. The childcare providers want the academic 
partnerships, but require additional support to handle the additional obligations made by the 
partnerships. In short, this is not to say the school systems knowingly are aware on the front end 
of the adverse effects mentioned. In addition, other items such as avoidance techniques practice 
by some school districts’ representatives create a sense of inadequate communications between 
the childcare providers and the school district. For example, telephone calls are not returned in 
timely manners when messages are left or short notices for staff to attend professional 
developments sometimes come the day before of the day of the in-service training increase the 
anxieties for the community partnership providers and question whether they are truly seen as 
valuable partners in these public academic prekindergarten collaborations with local school 
districts. In summary, the big ideas perceptions of the academic partnerships reveal: 1.) The 
programs are only as strong as the weakest components of the partnerships, 2.) Actions speak 
louder than words, and 3.) One size (financial & personnel support) does not fit all. 
Contributions to Existing Literature 
 I believe my research contribute an additional piece to existing early care literature by 
offering the childcare providers’ perspectives of academic prekindergarten partnerships with 
local school systems. This addition literature reveals an avenue to consider when state programs 
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seek successful community childcare partnerships. This study suggests advantages of academic 
prekindergarten collaborations’ potential to attain the highest possible quality childcare standards 
while leaving each stakeholder’s missions intact to educate young children.   
Implications 
From this study, a rigorous exploration of the data unfolded the following implications: 
1.) Successful academic prekindergarten collaborations pave the groundwork to establish 
infrastructures that address and alleviate concerns (i.e., certified teacher shortages, salary 
competitions, substitute teachers’ pool, and center hopping) that hinder the success of the 
partnerships’ sustainability throughout the nation. 
2.) Salary inequities create salary competitions between both school districts and childcare 
providers as well amongst childcare partners which decreased the academic 
prekindergarten partnerships’ effectiveness.  
3.) Problematic staffing concerns indirectly correlate to salary differences and hinder the 
childcare providers’ ability to retain certified prekindergarten teachers. 
4.)  School district funding saved from partnering with childcare proprietors’ facilities can be 
used to pay for the hiring all prekindergarten teachers.  
5.) Prevent uncertified teachers from taking advantage of the licensed prekindergarten 
teacher shortage and seeking employment with the highest bidder even if it means 
breaking signed contracts. 
6.) Grant funding for certified teachers is not enough and providers need access to the 
substitute public academic prekindergarten teachers’ pool.   
7.) State funding incentives for childcare teachers to obtain prekindergarten college degrees 
is one way to decrease the prekindergarten teacher shortage. 
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Implications for Future Research 
This study focuses on 4 childcare providers from various facility sizes and financial 
abilities and their public academic partnerships with a mid-southern urban local school district. 
However, future research lends itself to:  
1.) Reverse the perspectives and investigate local school districts’ perceptions of 
academic prekindergarten partnerships with childcare providers; 
 2.)  Collect data from both the local and state levels to determine if the childcare 
proprietors’ requests to hire all prekindergarten teachers for the partnerships are feasible;  
3.) Explore whether rural versus urban community prekindergarten partnerships with 
local school systems makes a difference; and 
 4.) Research several childcare providers who withdrew from academic prekindergarten 
partnerships and their reasons why. 
Conclusion 
The gathered and analyzed data reveal a simple yet powerful message that is critical to 
the effectiveness of prekindergarten partnership expansions: help sustain the partnerships by 
assisting with the academic prekindergarten teacher retention. In this study, I recognize 
sometimes conflict can be a positive avenue to shake up and foster growth in areas that need 
adjusting. I conclude there are 9 factors revealed from the themes in this study: Room to 
Improve, Despair, Greater Expectations, Need of Acceptance, Defeat, New Entitlement, Theory 
in Practice, Solid Support, and Commitment.  
In factor one, Room to Improve, presents a simply message to local school districts to 
modify the funding stream in regards to hiring prekindergarten certified teachers. Factor 2, 
Despair, implies how unleveled salaries and benefits created salary competitions, center hopping 
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by professional teachers and parental shifting their enrolled children into the state-funded 
prekindergarten programs. The third factor, Greater Expectations, implies the childcare providers 
perceived concerns were directly related to their inabilities to compete with school districts. 
Factor 4, Need of Acceptance, illustrates school districts’ willingness to reconcile identified 
concerns put them in the position as models for other states. Factor 5, Defeat, suggests how the 
certified teacher salaries impacted the success of the collaborations’ future. Factor 6, New 
Entitlement reveals a necessity to voice a need, not a simple want; state prekindergarten 
initiatives cannot afford to overlook these requests. Factor 7, Theory in Practice, illustrated 
indirect consequences of certified teacher shortage. Factor 8, Solid Support, implies 
opportunities for stronger program delivery designs and mending of disconnected areas. Factor 9 
reflects commitment within the partnerships. This study reveals the community childcare 
partners rely heavily on accountability from the state-funded public academic prekindergarten 
partnerships to do right by them. 
In conclusion, this research study unpacks challenges that do not have easy answers; yet, 
it provides chances to improve academic prekindergarten partnerships’ effectiveness. The 
participants’ experiences provide feedback that offers directions for sustainability and to further 
strengthen the collaborations. These essential early care stakeholders’ dimensions voice an angle 
that suggests another positive change for the betterment of young children. Nonetheless, these 
collaborations require willingness from both partners to resolve identified concerns.  
In this study, the childcare providers’ descriptions and perceptions of the effectiveness of 
their academic prekindergarten partnerships reveal the difficulties to sustain their obligations to 
the partnerships with the competition for hiring and retaining certified pre-kindergarten teachers 
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as it exists. Sustainability is the key for ensuring continued success of the childcare proprietors’ 
partnerships with local school districts’ expansions: 
1.) Restructure state funding stream allocations to hire the prekindergarten certified 
teachers to eliminate salary competitions, center hopping, and parental intra-
transferring of students. 
2.) Allow community partners to access substitution pools for pre-kindergarten teachers. 
3.) Include childcare providers’ positions in joint advisory council meetings at the local 
and state levels for decision-making and rectifications in both program designs and 































Changing with the Times: Inward Drive  
 
      Megan is another childcare proprietor with insight for operating higher quality childcare 
facilities that meet and exceed state and national accreditation standards. Her 3 facilities 
graciously displayed the 3-star symbols from the Star Quality Program on the entrance doors, 
large banners waved across the front lawns for all passing to observe and the life size copies of 
the national accreditation emblem stood proudly on display in the lobbies of each center. 
Although the prekindergarten partnerships with the local school district remained trying and 
almost unbearable at times, she decided to maintain the relationship. Megan is a 25-year veteran 
childcare proprietor and senior administrator of multiple childcare facilities. Discontented with 
the financial procedures by the school district, she executed previous financial career skills and 
revised her budget to accommodate snail paced reimbursements. At the monthly partner 
meetings, she agreed with some of the other providers that the unexplained shift for 
reimbursements created hardships, and the competition for qualified staff, and lack of input from 
the community-based providers proved a burden. However, her willingness, knowledge and skill 
as a visionary reinforced her decision to hold on. 
      Megan recognized the potential prekindergarten expansions would happen with or 
without her facilities. She perceived continuation would be for the betterment of her livelihood 
and the community of young children she served. Her strategies included to stay afloat as she 
weathered the trials of the infancy period of the state-funded newcomer- prekindergarten 
programs, held in high regard by her state. She tightened spending, advertised for qualified 
prekindergarten teachers, matched the salaries the school system paid, and voiced her needs with 
the prekindergarten liaisons. She wrote emails and letters to both the Local Advisory Council 
and the state’s Office of Early Learning directly to share her concerns. Megan spoke on the 
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monthly agendas, rallied with the other providers to encourage their voices to be heard during the 
decision-making process by promoting that a community-based childcare for profit provider sits 
on the Local Advisory Council. Finally, she checked the qualification for the position and 
decided to run if no one else chose to seek the seat. Megan decided the traditional childcare 
industry had changed. How would tradition remain as such when the national focus on closing 
the achievement gap heavily rested in the public policy laps of policymakers, education 
leaderships, and parents? Megan identified the change in the winds of time and prepared for 
active participation and a willingness to make her partnership successful.  
 In conclusion, metaphorically, Megan represented childcare providers’ adaptations to the 
changing childcare industry. In essence, she viewed effective collaboration with other early care 
entities as essential to childcare proprietors’ survival without losing focus of the inward drive to 
educate young children to be successful in this 21
st
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Data Inventory Overview & Timeline 
Methods Duration Date 
Identify & Contact 
Participants (P) 
1 hour Week 1 
Interview P#1 1 hour Week 1 
Transcribe Interview #1 & 






Interview 1, P #2 1 hour Week 1 
Transcribe Interview #1 &  





Interview 1, P#3 One hour Week 2 
Transcribe Interview #1 &  





Interview 1, P#4 One hour Week 2 
Transcribe Interview #1 & 





Document Sort & 1 hour Week 3 
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Peer Debriefing 1 ½ hours Week 3 
Data Analysis 16 hours Weeks 4& 5 
Advisory Committee 2 hours Week 6 
Interview 2 - Image 
Elicitation  P #1 
1 hour Week 7 
Interview 2- Image 
Elicitation 2,  P #2 
1 hour Week 7 
Interview 2- Image 
Elicitation  P #3 
1 hour Week 7 
Interview 2- Image 
Elicitation  P #4 
1 hour Week 7 
Document Sort &  





Data Analysis 4 hours Week 8 
Interview 3, Member Check  
P #1 
1 hour Week 9 
Interview 3,  Member 
Check P #2 
1 hour Week 9 
Interview 3, Member 
Check, P #3 
1 hour Week 9 
Interview #3, Member 
Check P #4 
1 hour Week 9 
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Document Sort  1 hour Week 9 
Transcribe Interviews #3s 8 hours Week 10 
Data Analysis 12 hours Week 11 
Peer Debriefing 1 hour Week 12 
Member Checks, As needed 1 hour Week 12 
Data Analysis 4 hours Week 12 
Meet with Advisory 
Committee 
2 hours Week 13 
Write Findings 6 Days Week 13 
Submit to Committee 1 hour Week 14 
Edit, Revise, & Resubmit 6 hours Week 15 
Defend Final Dissertation 3 hours Week 16 

















I, _________________________________, agree to participate in an interview study as part of the research titled "Childcare Proprietors’ 
Perceptions of Prekindergarten Partners from the Department of Instruction, Curriculum, and Leadership at the University of Memphis.” I 
understand that my participation is voluntary.  I can stop taking part without giving any reason, and without penalty.  I can ask to have all of the 
information about me returned to me, removed from the research records, or destroyed.   
 
The reason for this study is designed so that the interviewer can gain some understanding about qualitative interviews and learn about 
community-based childcare proprietors’ perceptions about academic four-year-olds’ prekindergarten partnerships with the local public school 
system. 
 
If I volunteer to take part in this study, I will be asked to do the following things: 
1) Attend at least three interview sessions with the interviewer. 
2) Clarify any follow-up questions the interviewer might have when interpreting my words. 
 
I understand that   
 The researcher will audiotape conversations and interviews that occur between the researcher and me. 
 The data will be kept by the researcher and will be shared while maintaining confidentiality with advising professors.  
 The researcher will analyze the data and keep it no longer than one year beyond the conclusion of the study for educational and research 
purposes.  
 There is no direct benefit to me for participating in the project.  
 No risk is expected but if I experience some discomfort or stress during observations or conversations, then I can choose to discontinue my 
participation in the study without any penalty. 
      
No information about me, or provided by me during the research, will be shared with others, except if it is necessary to protect my welfare (for 
example, if I were injured and need physician’s care) or if required by law. I will be assigned a pseudonym that will be used in interview 
transcripts and all other data documents.  
 
The researcher will answer any further questions about the research, now or during the course of the project.  
 
I understand that I am agreeing by my signature on this form to take part in this research project and understand that I will receive a signed copy 
of this consent form for my records. 
___________________   _______________________ 
Name of Researcher    Signature          Date 
Telephone: (901) 568-0987 
Email:  erharris@memphis.edu 
 
_________________________     _______________________   
Name of Participant    Signature           Date 
 
Please sign two copies, keep one and return one to the researcher. 
 
Additional questions or problems regarding your rights as a research participant should be addressed to Dr. John Johnston, ICL, Dept. at the 




Childcare Proprietors’ Interview Protocol 
1. Briefly, tell me about your relationship as a community childcare proprietor with the 
public school system’s state-funded academic four-year-olds’ prekindergarten program.  
 
Describe the progression of your partnership over the years. 
 
 
2. How would you describe your partnership? Compare how this academic partnership 
experience benefits your prekindergarten children? Families? Facility? Community? 
 
3. Would you tell me of your experiences with the new evolving state-funded academic 
four-year-olds’ prekindergarten program and your childcare business? How do these 
changes affect your economic stability? Children and families’ needs? 
 
 
4. In your childcare proprietor relationship with the school system as an academic four-
year-olds’ prekindergarten program partner, have you been able to make your wishes 
known or had a voice? What happened? What was the response? 
 
 
5. What impact, if any, do you perceive your voice made concerning the decision-making 
process of the publicly funded academic four-year-olds’ prekindergarten program 
development? 
 
(Thank you for your participation in this research study. Please be assured your confidentiality is 
respected and protected. 
